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Major Field: ENGLISH (TESL OPTION) 
 
Abstract: This study aims to describe the use of needs analysis in determining the cultural 
learning needs of English language learners in an English as a Second Language (ESL) 
context at an Intensive English Program (IEP). As culture is not a separate part of 
language learning, cultural learning should be incorporated in language classrooms. One 
way to decide the amount of cultural learning needed and desired is through a needs 
analysis because needs analysis provides information about the current state of the course 
components. In this study, needs analysis was conducted by using different sources and 
methods. First, the perceptions of learners in an English speaking and listening course 
were examined by using a basic needs analysis survey. Second, the learners’ level of 
intercultural communicative competence (ICC) was assessed by developing an ICC 
survey adapted from a model of ICC presented by Byram (1997) and Fantini and Tirmizi 
(2006). Attempts to account for possible limitations with the survey design were partially 
accounted for through additional data analysis using results from a teacher interview, 
textbook analysis, and 8-week classroom observation to provide in-depth accounts of 
students’ cultural learning needs during the course offering. Together, results from all 
data points were combined for final data interpretation. Findings suggest a mismatch 
between students’ and the teacher’s perceptions towards cultural learning needs, with 
students expressing limited desire for cultural learning and the teacher suggesting it is 
important. ICC results seem to show indications of limited ICC development after the 7-
week course and therefore the need for cultural learning. Although the textbook analysis 
revealed a balanced proportion of cultural content, the course itself lacked explicit 
cultural teaching. This needs analysis provides knowledge of how cultural teaching and 
learning are viewed and practiced in this IEP course and offers the first step in 
developing future IEP courses that focus explicitly on the importance of ICC 
development. Future curriculum development would benefit from the knowledge gained 
from this research through an understanding of specific areas of needed improvement so 
that culturally specific learning objectives can be met. The cultural learning that can take 
place as a result of this research will likely contribute to IEP students’ feelings of 
belonging in a new cultural context and potentially improve their opportunities to learn 
the language more effectively given their probable increase in cultural awareness. 
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CHAPTER I 
 
INTRODUCTION 
1.1. Motivation of the Study 
When walking by an American acquaintance, it is very common to hear the greeting, 
“How’s it going?”; yet, this person rarely expects an answer in response. English language 
learners (ELLs) often do not respond appropriately to this greeting, but why? Why are some 
language learners not able to communicate appropriately even though they may possess the 
required linguistic knowledge? Researchers argue that this concern is due to a lack of 
Intercultural Communicative Competence, or ICC (Byram, 1997; Cortazzi & Jin, 1996). 
Researchers have also suggested that language classes often lack the cultural learning necessary 
to build ICC; yet, studies are needed to demonstrate whether the need for cultural knowledge runs 
deeper than knowing how to properly greet an American passerby.  
This knowledge is additionally important because as there continues to be a large 
population of immigrants and non-native English speakers in the United States, English learners’ 
ability to communicate effectively with others from different linguistic and cultural backgrounds 
remains salient. This interpersonal communication also involves cultural aspects of 
communication, and my research investigates these aspects through a study of the English as a 
Second Language (ESL) context in the United States. Among the many ESL learning contexts 
that exist, Intensive English Programs (IEPs) are highly intercultural settings because the 
interlocutors in the program are non-native English speakers who interact with others from all 
around the world.  
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Also, my personal experience as an international student in an IEP for one month a few 
years ago raised several interesting questions about learning cultures. I saw students with various 
learning needs, but my learning needs were focused on improving my speaking skills and 
enhancing my own cultural awareness. However, I gained limited cultural awareness or 
knowledge from the courses I took. Instead, I was still unable to provide a simple response to a 
clerk at Seven Eleven asking, “How are you?”, since my culture does not customarily allow for 
greetings, or even eye contact, between strangers. I was so desperate to learn what I should do in 
certain contexts and was curious to find out whether I was the only one who had had this desire; 
more generally, I was interested in exploring how students think about learning culture in their 
English learning and how a course at an IEP can contribute to the development of intercultural 
communicative competence. Thus, these questions led me to investigate learners’ cultural 
learning needs in an IEP course. 
 This study describes the use of needs analysis in determining the cultural learning needs 
of English language learners in an English as a Second Language (ESL) context at an Intensive 
English Program (IEP). Data were collected from multiple sources to provide an in-depth 
description of the learning context and the teaching and learning needs within it. This information 
can provide implications for the development of future language courses to accommodate for 
cultural language learning objectives. Findings also provide implications for IEP instructors who 
may not know what cultural content is important for integrating into their language classrooms. 
1.2. Statement of the Problem 
In the field of language learning and teaching, Communicative Competence (CC) has 
been regarded as an essential component of acquiring second language competency (Canale & 
Swain, 1980; Hymes, 1972). Canale and Swain (1980) defined Communicative Competence as 
consisting of four constructs – grammatical competence, sociolinguistic competence, discourse 
competence, and strategic competence. However, these four constructs do not account for 
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intercultural communication, which involves communication between interlocutors from a 
different culture. In the United States, English is learned as a second language by a large 
population of non-native English speakers. According to the Migration Policy Institute, the 
number of immigrants coming into the U.S has been enormously growing since 1970, and the 
number of immigrants in 2015 was 43 million, which takes up 13.5% of the total U.S. population. 
This large influx of immigrants into the United States suggests a high chance of intercultural 
interactions among interlocutors.  
Therefore, this growing intercultural situation in learning English extends the discussion 
of Communicative Competence to Intercultural Communicative Competence (ICC), which has 
been highlighted by several researchers in the field of language learning (Byram, 1997; 
Deardorff, 2006; Fantini, 2009; Mckay, 2003). Though their definitions of ICC differ, the most 
frequently used definition of ICC is “the ability to ensure a shared understanding by people of 
different social identities, and their ability to interact with people as complex beings with multiple 
identities and their own individuality” (Byram, Gribkova, & Starkey, 2002, p. 5). 
It has been generally acknowledged that learning culture is a crucial part of language 
learning (Byram & Feng, 2004; Celce-Murcia, 2008; Cortazzi & Jin, 1999; Hymes, 1996).  
Cortazzi and Jin (1999) argued that language learning is not apart from culture in that the key role 
of communication in an additional language is closely related to contexts of language learning, 
suggesting that learning about culture is integral to language education. Furthermore, previous 
studies have shown that teaching about culture contributes to learners’ ICC development (Carrillo 
Cabello, 2012; Schenker, 2012; Wright, 2000). The significance of incorporating culture into 
language learning motivated several studies investigating potential factors contributing to ICC 
development. These studies utilized different approaches such as textbook analysis (Forman, 
2014), analysis of teaching methods and material development (Carrillo Cabello, 2012; Su, 2008), 
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and a combination of textbook analysis, classroom observation, and interviews (da Silva, 2013) to 
determine the role of cultural teaching.  
In light of these studies, there is still a scarcity of literature examining the cultural 
learning needs and desires of language learners and how to acquire this knowledge through 
effective needs analysis techniques. Given the dynamic variables involved in developing a 
students’ ICC (e.g., the teacher, course materials, in-class/out-of-class cultural interactions and 
tasks), learning and teaching needs should be assessed using multiple data points. There are 
abundant studies about needs analysis in the field of language learning (Eslami, 2010; Ferris, 
1998; Oanh, 2007; Rose & Sookraj, 2015) and of cultural learning needs in particular (Hatoss, 
2006; Huang, 2014; Iwai, Kondo, Lim, Ray, Shimizu, & Brown, 1999). However, to my 
knowledge, previous studies about needs analysis (e.g., Hatoss, 2006; Huang, 2014) mainly focus 
on learners’ views as to what their needs are, which is clearly limited to subjective needs. There 
are other types of needs that should also get attention. Objective needs are important to examine 
what the learners know already, which determines what the learners do not have at a given point 
in time. Moreover, learning needs is important to determine what the learners need to learn to 
acquire an ideal status. Nevertheless, few studies have focused on these other needs. In addition, 
to my knowledge, few studies have investigated the cultural learning needs in an ESL context, 
especially in Intensive English Programs (IEP). These institutes are specifically geared towards 
the learners’ English development in the United States and their interaction is highly intercultural 
in that all the students in these institutes are non-native English speakers. Thus, the present study 
is highly warranted to provide more knowledge about the needs for cultural learning and ICC 
development in this context. 
1.3. Purpose of the Study 
This present research aims to describe the cultural learning needs in a speaking and 
listening course provided by an intensive English program (IEP) in the United States. To enhance 
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learners’ ICC, which is one of the goals of IEP courses, the ideal course should implement 
cultural learning. One of the definition of needs is found in Berwick (1989) as “a measurable 
discrepancy or the gap between the existing conditions and the desired future state” (p. 52). 
Therefore, through the examination of the current IEP speaking and listening course, this study 
aims to reveal the potential gap the current IEP course has and to propose how to fill this gap, if 
applicable.  
A convergent parallel mixed method design (Creswell & Clark, 2007) was conducted in 
this study to examine and describe existing needs. A basic needs analysis survey was first 
administered to determine general learning needs and cultural learning needs expressed by the 
students. To measure the learners’ level of ICC, a quantitative ICC assessment was used. Then, 
data were triangulated using multiple additional sources, including a teacher interview, textbook 
analysis, and 7-week course observation. A quantitative textbook analysis was conducted to 
provide further explanations of the learners’ cultural learning exposure along with course 
observations to see how the culture is currently dealt with in the class. A teacher interview was 
also added to provide explanation for results and support data interpretations. Results from both 
quantitative and qualitative data analyses were compared to yield an overall interpretation of the 
extent to which students need explicit cultural instruction in this course. In this sense, the 
following overarching research question guided the study, ““what are the Necessities, Lacks, and 
Wants in an Intensive English Program’s speaking and listening course?” 
1.4. Significance of the Study 
 Given the importance of incorporating cultural learning in language learning contexts, 
there is a need for more empirical studies to explain the current status of language courses – to 
what extent a course incorporates cultural learning to enhance learner’s ICC. If a course needs to 
accomplish this goal, then data is needed to help understand the current status of cultural learning. 
This present study attempts to provide this kind of information – the cultural learning needs that 
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should be further investigated into the course. Thus, this study has a potential to fill the gap 
between the ultimate desired goal of implementing cultural learning and developing learners’ ICC 
into the course and the current challenges reveled from an IEP course, which is crucial 
information for the teachers, material and curriculum developers, and IEP administrators.  
 The results of this study indicate that the teacher and students have a contradictory view 
towards the need for learning culture where the teacher considers it important while the students 
do not. This perceptual mismatch suggests that without formal needs analysis, students’ needs 
and desires can remain unclear. The need for cultural learning was also partially revealed in the 
ICC survey results. A lack of improvement in ICC by the end of 7-weeks seems to be related to 
various aspects of the course, such as the teacher’s philosophy and course materials. However, 
due to possible issues with the comprehensibility of the ICC survey and a lack of emergent 
patterns in individual responses, results needed to be further triangulated. Thus, the results were 
coupled with findings from the textbook analysis, observations, and teacher interview. These 
findings continue to suggest that there are concerns about whether students’ ICC can develop 
without explicit cultural instruction, providing an opportunity for students and instructors at IEPs 
to (re)evaluate their focus on ICC development in their English language learning curriculum. 
Thus, instructors could have a chance to review their class and contemplate better teaching 
methods and materials to make the class culturally more aware and address the explicit and 
implicit learning needs that students possess. Moreover, this research expands further initiatives 
to develop IEP programs to contribute to ESL learners’ ICC development in ESL speaking and 
listening courses.  
1.5. Thesis Outline 
 The present study consists of four additional chapters. Chapter Two is a literature review 
to provide an overview and background information of this study, including a synthesis of 
research highlighting the importance of conducting needs analysis for informing 
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course/curriculum development. The literature also includes the theoretical model of ICC, 
teachers’ and learners’ perceptions towards the need for learning culture, textbook analysis, 
intercultural communicative language teaching, and assessing learners’ ICC in classroom 
contexts. Chapter Three describes the present research design including data collection and 
analysis. Chapter Four provides the findings from the data analysis. Chapter Five expands the 
principal findings and discusses limitations of this study and concludes the thesis.  
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CHAPTER II 
 
REIVEW OF LITERATURE 
This chapter introduces previous studies related to the topics of needs analysis and 
cultural learning in the field of English language learning and teaching. The chapter starts with an 
argument for the importance of needs analyses. It continues with various models of ICC 
presented by scholars, which is helpful in measuring learning needs. The adopted model of ICC 
will be discussed in detail. Then, previous research about teacher and learners’ perception 
towards learning culture and ICC is discussed. Next, literature about materials is discussed in 
relation to the textbook analysis conducted in this study. Then, the intercultural communicative 
language teaching and assessment of ICC in classroom contexts are explored. 
2.1. The Importance of Needs Analysis to Inform Second Language Curriculum 
Development 
 Needs analysis is defined as “the systematic collection and analysis of all subjective and 
objective information necessary to define and validate defensible curriculum purposes that satisfy 
the language learning requirements of students within the context of particular institutions that 
influence the learning and teaching situation” (Brown, 1995, p. 36). One of the widely used broad 
definition of needs can be found in Berwick (1989). Berwick (1989) defined ‘need’ as “a 
measurable discrepancy or the gap between the existing conditions and the desired future state” 
(p. 52). Therefore, these definitions of needs and needs analysis clearly show why needs analysis 
should be conducted.
9 
 
To be specific, to meet the ultimate course and curriculum goal, it is necessary to diagnose the 
current state of the course – whether it reflects the ultimate target goal or not. The diagnosis 
process typically involves subjective and objective information. By diagnosing the current state, 
the course developers receive the information about what should be needed to make the course 
better towards the desired target goal, which is used for course and curriculum development.  
 Needs analysis can take on different forms depending on which aspects of needs are the 
focus. One of the definition of needs is found in Hutchinson and Waters (1987). They made a 
distinction between target needs and learning needs. Target needs refer to “what the learner needs 
to do in the target situation” while learning needs refers to “what the learners needs to do to 
learn” (p. 56). Target needs are explained in three aspects as follows: Necessities, Lacks and 
Wants.  
 Necessities: “the type of need determined by the demands of the target situation; that is what 
the learner has to know in order to function effectively in the target situation” (p. 55) 
 Lacks: “what the learner knows already so that you can then decide which of the necessities 
the learner lacks” (p. 56)  
 Wants: “learners’ view as to what their needs are” (p. 56) 
 Hutchinson and Waters (1987) described Necessities as the destination because the needs 
are the ultimate goal for learners to achieve. In order to decide what to provide to achieve the 
goal, Lacks are a starting point for determining whether Necessities are met because these needs 
show what the students already have and what they lack. Therefore, Necessities and Lacks are 
considered to be objective needs because they do not take the learners’ roles into consideration. 
The needs from learners’ perspective is Wants, which are subjective needs. According to 
Hutchinson and Waters (1987), the learners’ view (Wants) can be in conflict with the views from 
other parties. If there is a conflict between what learners believe they need and what the teacher 
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believes they need, the decision whether to follow teacher’s or learner’s perspective should be 
made. Here, to make a right decision, additional information of the needs should be provided. 
Along with target needs, the other side of needs is learning needs, which are related to “what 
knowledge, abilities, or skills the learners need to acquire to perform well in the target situation” 
(p. 60). The analogy for the needs is well explained in Hutchinson and Waters (1987):  
What we have done so far is to consider the starting point (Lacks) and the 
destination (Necessities), although there might be some dispute as to what that 
destination should be (Wants). What we have not considered yet is the route. 
How are we going to get from our starting point to the destination? This indicates 
another kind of need: learning needs. (p. 60)  
 The needs analysis elaborated by Hutchinson and Waters (1987) is applicable to the 
language learning contexts, especially with regards to cultural learning. It has been consistently 
argued that building learners’ Intercultural Communicative Competence (ICC) through cultural 
learning should be incorporated into language learning classrooms (Byram, 1997; Celce-Murcia, 
2008; Mckay, 2003). Also, building ICC is an important factor that is required in the Academic 
English field. English in the academic and professional fields are not just about the basic 
conversation but also about more of sociocultural knowledge, which is required for intercultural 
communicative competence. This importance is also found in Scarcella’s (2003) article as 
follows: 
“Learners must develop more than the linguistic and cognitive dimensions of academic 
English. They must also acquire sociocultural and psychological features. Social and 
cultural norms, values, beliefs, attitudes, motivations, interests, behaviors, practices, and 
habits constitute the sociocultural/psychological dimension of academic English. 
Academic English arises not just from knowledge of the linguistic code and cognition, 
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but also from social practices in which academic English is used to accomplish 
communicative goals” (p. 29).  
Therefore, incorporating cultural learning and building learners’ ICC through language courses is 
considered as Necessities, which is the destination that the language course should pursue. To 
examine whether the Necessities is well reflected in the course, it is necessary to diagnose the 
current stage of learners’ level of ICC and how the course incorporates the importance of building 
learner’s ICC and cultural learning in class, which provides information about potential gaps.  
 In order to examine these various aspects in a consideration of Lacks, different sources 
and methods should be used, as clearly explained in Long (2005). Long (2005) provides five 
major sources of information for a needs analysis as follows: (1) published and unpublished 
literature, (2) learners, (3) teachers and applied linguists, (4) a domain expert, and (5) triangulated 
sources. Each source is important to acquire information for a needs analysis, and Long (2005) 
points out the value of triangulating perceived and/or objective needs among learners and other 
informants. According to him, triangulation is “a procedure to help validate data and thereby, 
eventually, to increase the credibility of their interpretation of those data” (p. 28). This process 
involves the use of different sets of sources and/or methods, and the data are compared to yield an 
interpretation, which provides more in-depth explanation about the needs.  
 The importance of triangulation should be acknowledged because few needs analysis 
studies utilize the triangulated data. Previous needs analyses have been conducted in the field of 
language learning with regards to cultural learning needs (e.g., Chavez, 2005; Huang, 2014; Kim, 
2003; Oanh, 2007). For example, investigating learners’ and teacher’ perception by using 
questionnaires or interviews seem to be major sources and methods in needs analysis (Huang, 
2014; Oanh, 2007). Though they provide meaningful results about learners’ and teacher’s 
perceived needs, they do not include the information of how the current state of learning is. To 
12 
 
acquire this information, triangulation is needed through multiple data sources and methods. 
Also, this examination is important to show the direction of how the future courses should take 
based on the diagnosis of the current state shown from the students and teacher in the class. 
Therefore, it is necessary not only to examine the learners’ and teacher’s perception but also to 
examine multiple aspects of the course such as the course materials and the teaching in the 
course.  
2.2. Theoretical Concept of Intercultural Communicative Competence (ICC)  
The discussion on Intercultural Communicative Competence (ICC) extends from that on 
Communicative Competence (CC) initiated by Hymes (1972). As explained by Brown (2007), 
CC is the competence that enables us to convey and interpret messages and to negotiate meaning 
interpersonally within specific contexts. More specifically, Canale and Swain (1980) argued that 
CC consists of four competences: (1) linguistic competence, or the knowledge about a language 
such as grammar, lexis, and linguistics; (2) discourse competence, or the ability to combine 
language structures into cohesive and coherent texts; (3) sociolinguistic competence, or the 
understanding of sociocultural rules and discourse; and (4) strategic competence, or the ability to 
overcome communication breakdowns by using strategies such as guessing or circumlocution.  
However, Cortazzi and Jin (1996) argued that the concept of communicative competence 
is too general to be applicable to the cultural aspects of language learning and that the discussion 
must be extended to intercultural communicative competence. While it is true that sociolinguistic 
competence is needed when interlocutors have different cultural backgrounds, a focus on 
intercultural communicative competence emphasizes the importance of cultural knowledge and 
understanding. Such knowledge and understanding are extensively used in a variety of areas such 
as business, human resources, health care, and social work. Therefore, it is important to extend 
the discussion of Communicative Competence to Intercultural Communicative Competence 
(ICC).  
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While a few have argued about the importance of ICC, it seems researchers have yet to 
agree on a universal term and definition of ICC. Scholars provide varied definitions of ICC. For 
example, Meyer (1991) defined ICC as “the ability of a person to behave adequately in a flexible 
manner when confronted with actions, attitudes, and expectations of representatives of foreign 
cultures” (p. 137), while Fantini (2009) described ICC as “complex abilities that are required to 
perform effectively and appropriately when interacting with others who are linguistically and 
culturally different from oneself” (p. 458). In addition, some scholars also use a different name to 
refer to ICC, such as Bennett (1993), who refers to it as Intercultural Sensitivity. In my research, 
the definition of ICC is used by adopting Byram’s (1997) definition because in Deardorff’s 
(2006) research, through the Delphi method, or the “process for structuring anonymous 
communication within a larger group of individuals in an effort to achieve consensus among 
group members” (pp. 243-244), Byram’s (1997) model of ICC seemed to be the most commonly 
utilized by administrators in intercultural communication fields. Byram’s (1997) model of ICC is 
considered as a co-orientational model (Deardorff, 2009) along with Fantini’s (1995) model of 
ICC as it is “primarily devoted to conceptualizing the interactional achievement of intercultural 
understanding or any or its variants” (p. 10). A co-orientational model focuses on the 
conceptualization of the ICC by exploring the constructs consisting of ICC. Therefore, co-
orientational models are useful in developing quantitative ICC assessment because they frame 
what to be measured in regard to ICC. For this reason, this model of ICC was utilized in the 
present study. More specifically, the study builds on the work of Byram (1997) and Fantini (1995, 
2000, 2009). Together, the models provide a comprehensive view of the complexity of ICC. 
2.2.1. Byram’s ICC model 
This section provides an overview of previous studies on Intercultural Communicative 
Competence, especially those of Byram (1997), Fantini (2009), Fantini and Tirmizi (2006) as 
these models are the foundation models in my research. There are several reasons for employing 
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them. First, both Byram’s model of ICC and Fantini’s model (in Fantini, 1995, and Fantini & 
Tirmizi, 2006) share common constructs in their ICC models: knowledge, skills, attitude, and 
awareness though the definition of awareness differs. This commonality provides a shared 
theoretical background which is used in my research. Second, both models are suitable for 
developing a quantitative ICC assessment. Byram (1997) suggests learning objectives by each 
construct which are guidelines for what to be measured. However, Byram (1997) does not 
provide any assessment tool, which was complemented by Fantini and Tirmizi’s (2006) research 
where quantitative ICC survey questionnaires are provided.  
Byram (1997) focused more on the individual’s developing Intercultural Communicative 
Competence and his model of ICC is well explained in book Teaching and Assessing 
Intercultural Communicative Competence (1997). Byram (1997) argued that the effectiveness of 
communication between intercultural speakers can be judged by the effective exchange of 
information based on human relationships which requires attitudinal aspects. Thus, he considered 
the knowledge and attitude are pre-conditions to develop ICC. Along with them, he argued that 
the individuals should have skills and awareness for effective intercultural communication, 
suggesting four components of intercultural communicative competence as knowledge, attitude, 
skills, and critical awareness as shown in Table 1.  
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Table 1.  
Byram’s (1997) Model of Intercultural Communicative Competence (ICC) 
Components 
of ICC 
Description 
Knowledge Of social groups and their products and practices in one’s own and in one’s 
interlocutor’s country, and of the general processes of societal and individual 
interaction (p. 58) 
Attitude Curiosity and openness, readiness to suspend disbelief about other cultures and 
belief about one’s own (p. 57) 
Skills Of relating and interpreting: ability to interpret a document or event from 
another culture, to explain it and relate it to documents and events from one’s 
own (p. 61) 
 Of discovery and interaction: ability to acquire new knowledge of a culture and 
cultural practices and the ability to operate knowledge, attitudes and skills under 
the constraints of real-time communication and interaction (p. 61)  
Critical 
Cultural 
Awareness 
An ability to evaluate, crucially and on the basis of explicit criteria, 
perspectives, practices and products in one’s own and other cultures and 
countries (p. 63)    
 
Based on Byram’s (1997) analysis, to develop ICC an individual should have cultural 
knowledge in one’s own and others’ culture with open, curious, and non-judgmental attitudes 
towards different cultures and people. In addition, individuals should be able to use skills in 
interpreting and relating cultural events and using their cultural knowledge in the actual 
communication. Finally, an individual should be able to evaluate cultural events with their own 
criteria. By having these four components, the individual can be seen as an interculturally 
competent being. Byram (1997) also points out the importance of implementing ICC into 
language learning and teaching by providing learning objectives for each construct, as explained 
in Chapter 3 of his book Teaching and Assessing Intercultural Communicative Competence. 
Table 2 below shows some of the learning objectives presented by Byram (1997).  
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Table 2. 
Selected Learning Objectives (Byram, 1997, pp. 57-64) 
Constructs  Learning Objectives 
Attitude  willingness to seek out or take up opportunities to engage with otherness in 
a relationship or equality, distinct from seeking out the exotic or the 
profitable 
  interest in discovering other perspectives on interpretation of familiar and 
unfamiliar phenomena both in one’s own and in other cultures and cultural 
practices 
  willingness to question the values and presuppositions in cultural practices 
and products in one’s own environment 
Knowledge  Historical and contemporary relationships between one’s own and one’s 
interlocutor’s countries - events, significant individuals, diverse 
interpretation of events 
  The processes and institutions of socialization in one’s own and one’s 
interlocutor’s country-education system, religious institutions, specific rites 
Skills  Identify similar and dissimilar processes of interaction, verbal and non-
verbal, and negotiate an appropriate use of them in specific circumstances 
-use knowledge of conventions of verbal and non-verbal interaction to 
establish agreed procedures on specific occasions 
  Use in real-time knowledge, skills, and attitudes for mediation between 
interlocutors of one’s own and a foreign culture-identify and estimate the 
significance of misunderstandings and dysfunctions in a particular situation, 
decide on and carry out appropriate intervention 
Awareness  Make an evaluative analysis of the documents and events which refers to an 
explicit perspective and criteria -their own ideological perspectives and 
values 
  Interact and mediate in intercultural exchanges in accordance with explicit 
criteria, negotiating where necessary a degree of acceptance of those 
exchanges by drawing upon one’s knowledge, skills, and attitudes -
awareness of potential conflict & negotiation  
 
By proposing these learning objectives, Byram provides a clear link between ICC and its 
teaching, assessments, and curriculum development. This link also indicates that ICC can be 
acquired and built through a language course. Therefore, the learning objectives proposed by 
Byram are used in the present study to build constructs to be measured in building ICC. However, 
the learning objectives are not implemented into any assessment form. Thus, the sole use of 
Byram’s (1997) model of ICC and its learning objectives is not clear enough to create 
questionnaires, which is complemented by Fantini and Tirmizi (2006).   
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2.2.2. Fantini’s ICC model 
 In order for the assessment carried out in this study to be complete, other models were 
explored as well. Fantini’s (1995, 2000, 2009) model defines ICC as a set of “complex abilities 
that are required to perform effectively and appropriately when interacting with others who are 
linguistically and culturally different from oneself” (p. 458). Further, ICC is also described as a 
developmental process with traits in five dimensions: (1) knowledge of host and own culture, (2) 
awareness of self and others, (3) attitudes towards different cultures, (4) skills to be used in 
intercultural communication settings, and (5) proficiency in the host tongue. Based on these five 
constructs, Fantini (2000) created a self-check list named YOGA (Your Objectives, Guidelines, 
and Assessment) designed for students to check their intercultural communicative competence 
development, and later Fantini and Tirmizi (2006) developed the YOGA survey into an 
intercultural abilities survey with 58 items including the four constructs: attitude, knowledge, 
skills, and awareness. This quantitative assessment provides a guideline on how learners’ ICC can 
be assessed through quantitative measurement, which is the major reason that it was adopted in 
my research. This survey provides an English version that was designed for domestic American 
students. Therefore, the language such as vocabulary was not appropriate for English learners, 
which resulted in language modifications to my research. However, the modifications still did not 
fully address the problem because some of the content for the question items was not 
comprehensible to participating students in my research. Therefore, this problem should be noted 
for future ICC assessment. 
As a result, in the present research, Byram’s (1997) and Fantini & Tirmizi’s (2006) ICC 
model were adopted for the several reasons. As seen from several researchers’ model of ICC, it is 
not conclusive to have one agreeable model of ICC. However, according to Deardorff (2006), it 
appeared that Byram’s model of ICC was known to be the most common and popular model of 
ICC utilized by administrators in intercultural communication field. Also, the result shows that 
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those who developed their own definition of ICC contained common elements such as 
“awareness, valuing, and understanding differences; experiencing other cultures; and self-
awareness of one’s own culture” (p. 247). These common elements were also found from the 
Fantini (2000) and Byram (1997)’s model of Intercultural Communicative Competence. Fantini’s 
model of ICC is similar to Byram’s (1997) model of ICC considering the overlapping ICC 
components such as Knowledge, Skills, and Attitude. However, they have a different view under 
Awareness in that Byram’s (1997) Awareness refers to one’ ability to evaluate cultural events 
such as cultural products and practices based on one’s own criteria while Fantini’s (2000) 
Awareness refers to one’s awareness of self and others. Another noticeable difference between 
their models is that Byram (1997) provided objectives to use in a course while Fantini’s did not. 
Meanwhile, Fantini and Tirmizi (2006) provided a quantitative intercultural ability survey to 
assess learners’ ICC while Byram (1997) did not provide the assessment tool itself. Thus, 
together, both Byram’s (1997) and Fantini and Tirmizi’s (2006) model of ICC complement 
deficiencies found from each other. Thus, this similarity and difference between their models of 
ICC led me to use both models. Considering their similar views toward ICC based on the similar 
constructs they provide; their model is adopted as the ICC model to develop quantitative ICC 
survey, by using Byram’s (1997) learning objectives and Fantini’s (2009) intercultural ability 
survey.  
2.3. Teacher and Learner Perceptions towards the Importance of ICC  
 As noted by Dhanaraj (2013), “developing ICC skills is inevitably a part of ESL teaching 
and learning process, wherein ICC manifests itself in the lecturers’ teaching styles and beliefs, 
teaching materials, and verbal and non-verbal communication as well as students’ learning styles” 
(p. 15). Therefore, the teacher’s perception and belief are a crucial factor in enhancing learners’ 
ICC. Also, examining perceptions provides meaningful information about what needs students 
have for cultural learning and how culture can be incorporated into the course. This section 
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presents previous literature about teachers’ and learners’ perception towards learning culture and 
ICC to highlight the importance of an investigation into such perceptions.   
2.3.1. Teachers’ Perceptions  
Teachers’ perceptions towards ICC and learning cultures have been actively discussed in 
both EFL (Czura, 2016; Kim, 2003; Osman, 2015; Young & Sachdev, 2011) and ESL contexts 
(Borjigin, 2017; Dhanaraj, 2013; McCalman, 2014) across educational levels. Overall, teachers in 
ESL and EFL contexts have expressed the importance of cultural learning in learning a language. 
For example, in Seoul, South Korea, Kim (2003) conducted a survey on 126 elementary school 
teachers to examine how they perceived teaching culture in English education. The results 
showed that more than 70% of the participating teachers think that it is mandatory to teach culture 
in English education, which clearly indicating that the teachers are aware of the importance of 
teaching culture in English education. However, although the majority of the teachers recognize 
the importance of teaching culture, 76% of the teachers said that their class rarely involved 
cultural teaching because of their lack of cultural knowledge and the inadequacy of cultural 
materials in the textbooks. This result suggests that English teachers are aware of the necessity of 
incorporating teaching culture in English classes to develop leaners’ ICC. However, incorporation 
of cultural content into their teaching did not match their awareness of the need for explicit 
teaching about target cultures. The discrepancy is clearly a problem because the students do not 
receive culture-incorporated learning due to the teacher’s lack of application into the real 
classroom. As an attempt to address this problem, the present research hopes to provide 
information about how cultural materials and the teaching in a course may impact the 
intercultural communicative language learning in class. 
 In ESL contexts, specifically in the United States, intercultural communication situations 
where the interlocutors are from culturally and linguistically different backgrounds are very 
common because of the large population of multilingual speakers in the country. The large influx 
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of international students to the United States has made English classes more multi-cultural and 
diverse and has boosted sheltered ESL courses from primary to post-secondary level schools. 
Recognizing this multinational feature in English courses, McCalman (2014) conducted a pilot 
study to highlight the significance of training American K-12 teachers to be prepared for future 
multi-cultural classrooms. This study investigated teacher’s expectations and perceptions about 
ICC. The results show that the participants were highly interested in cultures and showed positive 
expectations about intercultural training in their personal and professional levels. Furthermore, 
the participants showed a high intention to apply intercultural competence to their class. Though 
my research is not directly related to teacher training, this research provides an important 
implication that teacher’s cognition about ICC might be an important factor for the teachers to 
implement ICC and teaching culture into their class. The participating teachers’ experience in 
learning about ICC heightened their awareness of the importance of ICC and teaching culture in 
the class, which may likely be connected to their actual future action of applying this to their own 
class. If the training helps teachers to employ the concept of ICC and incorporate teaching culture 
to their own class, providing teacher training would be one solution to solve the discrepancies 
between English teachers’ high awareness of importance of teaching culture and the low 
applicability of teaching culture into their class as seen from Kim’s study (2003).  
2.3.2. Learners’ Perceptions  
 Overall, previous research seems to indicate that teachers in both EFL and ESL contexts 
show a high awareness of the importance of ICC and its value in language learning. This high 
interest in ICC seems to correspond to learners’ high cultural learning needs for ICC development 
(Griffin, 1999; Huang, 2014; Mirzaei & Forouzandeh, 2013). Mirzaei and Forouzandeh (2013) 
examined this association in Iranian EFL Bachelor’s and Master’s students. By using an 
Intercultural Communicative Competence Questionnaire (ICCQ) survey based on Deardorff 
(2006) and a motivation survey, the study found a strong positive relationship between learners’ 
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ICC score and their L2 learning motivation. This correlation suggests that learners’ perception 
towards language learning has a significant influence on their ICC development. Therefore, 
learners’ cultural learning needs and motivations should be investigated to find their needs in 
cultural learning and their needs can be used in class to enhance their level of ICC.  
One way to look at learners’ perception towards language learning can be to find out their 
learning needs, as in Huang’s (2014) study which was about learners in a Chinese language 
course at a university in the United States. The results showed that 98% of the students who were 
taking the Chinese course were interested in visiting China, 80% of them said their main reason 
for learning Chinese was to talk to Chinese people, and 47% of students showed their learning 
goal was to learn more about China and Chinese culture. Further, students were mostly interested 
in improving their speaking (90%) and listening (77%) skills. This result suggests that foreign 
language learners show a high interest in improving speaking and listening skills and their 
learning purpose is highly related to the ability to communicate with people who are from the 
language background and culture, which corresponds to the concept of ICC.  
However, to my knowledge, compared to the abundant research in EFL contexts, little 
research exists which examines learners’ perception towards cultural learning or ICC in ESL 
contexts, especially Intensive English Program (IEP) settings. This gap provides motivation for 
my research. One of the interesting studies which investigated Intensive English Program (IEP) 
learners’ learning needs is Hatoss’ (2006) study. Hatoss conducted research with 71 international 
students studying at an English language institute in Australia to examine students’ cultural 
learning needs and their cultural learning experiences. Hatoss found that around 70.4% of the 
students think that learning about different cultures is important in learning English. In addition, 
they showed a high interest in learning about different cultures. However, despite their high 
cultural learning needs, only 57% of the participants agreed that the course helps them understand 
Australian culture. Also, only 15.5% of students responded that they have a good understanding 
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of Australian culture, and 25.3% responded that they have a good understanding of their 
classmates’ culture. These results indicate that the students do not seem to have a good amount of 
cultural knowledge, which is one component of ICC. Also, the course does not seem to fulfill 
students’ high cultural learning needs. This discrepancy between students’ high cultural learning 
needs and the low cultural learning through the given IEP course should be recognized by the 
institute. Thus, to resolve such problems found in IEP, it is important to examine the current 
status of English programs in IEPs with regard to the cultural learning in the classroom. This will 
provide a chance to examine the current challenges IEPs have in developing learners’ ICC, and 
this knowledge would provide insights into ESL program development in the future.  
2.4. Textbook Analysis 
Considering the language program and course, course materials cannot be separated from 
how the cultural learning occurs in the class. Since textbooks are often a major source of course 
content, there is a growing body of research on textbook analysis for cultural content. This 
analysis is important in that it provides information about what kinds of input the students receive 
from the textbook by revealing what kinds of cultural contents the textbook provides. As Celce-
Murcia (2008) argues, “if the goal of language instruction is communicative competence, 
language instruction must be integrated with cultural and cross-cultural instruction” (p. 51). She 
further points out that the topics related to culture serve as contents for the language instruction. 
Therefore, analyzing the cultural contents in the textbook provides information of whether the 
course materials satisfy the provision of adequate cultural input. However, the use of textbooks 
from class-to-class can vary greatly, and it is important to couple textbook analyses with what 
teachers and students are actually doing in the classroom in order to get a more comprehensive 
picture of students’ learning experiences. Therefore, the present study examines the textbook in 
an IEP course and the results are used to understand to what extent course materials contain 
cultural contents and how they are discussed in the class.  
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In textbook analysis, several widely-used analyses of culture are Cortazzi and Jin’s 
(1999) categorization (Liu and Laohawiriyanon, 2012; 2013; Tajeddin & Teimournezhad, 2015), 
Kachru’s (1985) three circle – inner circle, outer circle, and expanding circle (Shin et al, 2011) 
and, big C and little c (Liu and Laohawiriyanon, 2012; Gómez Rodríguez, 2015; Matić, 2015). 
My research adopted the categorization of cultural materials by Cortazzi and Jin (1999) and BIG 
C and small c categorization (Matić, 2015) to classify what kinds of cultural contents the textbook 
contains. Cortazzi and Jin (1999) differentiate three types of cultural information used in the 
language textbooks – source culture materials, target culture materials, and international target 
culture materials. First, source culture material is the class material covering the contents from the 
learner's own culture. One example might be an EFL Korean English textbook containing Korean 
cultural topics such as Korean holidays in a Korean EFL context. Second, target culture material 
is material on the culture of those people who use English as their first language. One example 
might be an EFL Japanese English textbook that contains American culture examples such as 
Thanksgiving. Third, international target culture material is material on cultural topics from 
neither learners’ own cultures nor inner circle countries’ culture where English is used as a first 
and primary language. International target culture materials can be seen in an English textbook in 
Singapore dealing with American and Chinese culture. In my research, this classification is used 
to find out how much cultural content of each cultural material is included in the textbook.  
Another classification used in my research is about BIG C and small c culture. As shown 
in Table 3, Matić (2015) provided a classification of BIG C and small c cultural topics based on 
the work of Chastain (1988), Tomalin and Stempleski (1993), and Council of Europe (2001). 
Chastain (1988) provided cultural topics and Tomalin and Stempleski (1993) added to Chastain’s 
work by pointing out that BIG C culture include history, geography, institutions, literature, arts, 
music while small c refers to behavior culture including customs, dress, foods, leisure, and habits. 
These features of small c are also clearly stated and categorized in the Council of Europe (2001). 
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Matić’s (2015) categorization of BIG C and small c topics is the most comprehensive list found, 
and was thus adopted for use in the present study. This list of topics provides a standard point to 
classify BIG C and small c, which enabled me to use them to classify the cultural topics in the 
textbook for the textbook analysis.  
Table 3.  
List of BIG C and small c Topics from Matić (2015) Based on Chastain (1988), Tomalin and 
Stempleski (1993), and Council of Europe (2001) 
BIG C Topics Small c Topics  
1. Art 1. Everyday living  
2. Economy  2. Living conditions 
3. Education  3. Interpersonal relations 
4. Geography 4. Values, beliefs, attitudes 
5. History 5. Body language 
6. Institutions 6. Social conventions 
7. Literature  7. Ritual behavior 
 
Widely used methods also have included quantitative analysis and a large portion of 
studies in textbook analysis used frequency counts by counting different types of cultures found 
in the textbook. However, frequency counts can lead to vague results as seen by Liu and 
Laohawiriyanon (2012). Their research was designed to examine types of culture found in 
Chinese EFL textbooks in a university context. Several Chinese English textbooks at a college 
level published by local publishers were analyzed including student books and teacher’s manuals. 
To analyze the textbook, Liu and Laohawiriyanon categorized cultural materials using Cortazzi 
and Jin’s (1990) categorization – target culture, source culture, and international target culture –  
as well as the different types of culture such as Big C and small c culture. Though they found the 
dominant cultures stated in the textbooks, there were substantial portions of unidentified content. 
This unidentified category includes any contents which do not clearly belong in any countries. 
The high portion of unidentified culture in the study remains the limitation of using a quantitative 
textbook analysis because not all the content is quantifiable. Also, the sole analysis in counting 
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the cultural types and materials does not provide a full insight of how they are taught in the class 
and related to learners’ ICC development. Therefore, the textbook analysis, which is the analysis 
of the course materials used in a class, should not be conducted solely without any relations to 
pedagogical aspects. Instead, further explanation in how the textbook is used with a correlation to 
the class contexts should be more desired. In my research, I also utilized quantitative analysis to 
examine a textbook by counting the number of different cultural materials (target, international 
target, and source culture materials) as well as different cultures (BIG C and small c topics). To 
address the problems arising from the quantitative approach, the result of the textbook analysis in 
my research will be provided with relation to other aspects found from the course such as how the 
textbook is dealt with through class activities. The connection between course materials and in-
class instruction will be shown by providing an overall textbook analysis and then honing in on 
the chapters specifically covered during the class. This analysis will illustrate explicit links 
between the intercultural communicative language content from the text and the actual 
intercultural communicative language instruction in the class. 
2.5. Intercultural Communicative Language Teaching  
Ideally, textbook developers and classroom teachers should have a parallel consensus 
about the importance of certain topics for a classroom and the philosophy for teaching these 
topics so that desired content is available in course materials. However, this is rarely the case 
since individual classrooms, student, and teacher needs vary greatly, requiring frequent textbook 
modifications (e.g., added tasks, changes in ordering of activities, etc.). In addition, considering 
the dynamics occurring in a language class, it is necessary to examine how cultural learning 
occurs and how the intercultural communicative competence is acquired through teaching, which 
will be presented in this chapter.  
One of the definitions of cultural learning is found in Paige, Jorstad, Siaya, Klein, and 
Colby (2003) as “the process of acquiring the culture-specific and culture-general knowledge, 
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skills, attitudes required for effective communication and interaction with individuals from other 
cultures. It is a dynamic, developmental, and ongoing process which engages the learner 
cognitively, behaviourally, and affectively” (p. 177). This definition clearly shows that cultural 
learning is not a linear process. Moreover, in cultural learning, learners are not passive input 
receivers; instead, they actively engage in the learning process. One of ways learners engage in 
the process of learning culture is shown in Crozet and Liddicoat (2000) and Liddicoat (2002) as 
follows: (1) acquisition about cultures, (2) comparing cultures, (3) exploring cultures, and (4) 
finding one’s own ‘third place’ between cultures. Also, Liddicoat, Papademetre, Scarino, and 
Kohler (2003) propose the four common features of intercultural language learning based on 
currently suggested models of intercultural language learning as follows:  
exploration by the learners of the target language and culture and of their own language 
and culture; discovery of the relationship between language and culture; developing 
conceptual and analytic tools for comparing and understanding cultures; developing a 
reflective capacity to deal with cultural difference and to modify behaviour where 
needed. (p. 23) 
Therefore, it seems that cultural language learning involves learners not only acquiring the 
cultural knowledge but also exploring the knowledge by comparison and reflection. To enhance 
learners’ cultural learning and their ICC development, it is crucial that the teacher helps the 
cultural learning process by implementing appropriate teaching methods. To acknowledge this 
importance, Newton, Yates, Shearn, and Nowitzki (2010) examined currently available studies in 
intercultural communicative language learning and teaching and propose six commonly employed 
principles of intercultural communicative language teaching (iCLT). The six iCLT principles are 
shown in Table 4: 
27 
 
Table 4. 
The Six Intercultural Communicative Language Teaching (iCLT) Principles (Newton et al, 2010) 
Principles (p. 63)  Description   
1. Integrates language and 
culture from the beginning 
Teachers should be guiding learners’ conceptualisations of 
culture from the beginning of the language learning process. (p. 
65) 
2. Engages learners in 
genuine social interaction 
For language teaching to adequately respond to these views of 
language and culture, it must provide learning opportunities that 
are themselves dynamic, experiential and interactive. (pp.65-66) 
3. Encourages and develops 
an exploratory and 
reflective approach to 
culture and culture in 
language 
Exploring culture involves learners in constructing knowledge 
from experience and reflection. Factual information has its 
place, but this information is interrogated by learners so as to 
reveal insights and understanding about the lived culture 
experience of others. (p. 68) 
4. Fosters explicit 
comparisons and 
connections between 
languages and cultures 
In increasingly multicultural classrooms, these comparisons and 
connections can be multi-faceted, as learners explore and share 
each other’s cultures, while cooperatively exploring a new 
culture and learning a new language. (p. 69) If comparison is to 
be effective as learning for iCLT, it needs to be a reflective, 
interpretive comparison which draws on the learners’ current 
knowledge as well as the new knowledge they are encountering. 
(p. 70) 
5. Acknowledges and 
responds appropriately to 
diverse learners and 
learning contexts 
Teaching a language interculturally entails recognising and 
embracing diversity in the classroom, especially as it relates to 
learners’ cultural and linguistic backgrounds. (p. 71) The first 
way intercultural language teaching responds to relationships 
between cultures and languages is through seeking to connect 
learners to the target language culture, and thereby to facilitate 
learning opportunities through interaction and cultural 
experience. (p. 72) 
6. Emphasizes intercultural 
communicative competence 
rather than native speaker 
competence 
A shift in emphasis from native-speaker competence to 
intercultural competence broadens the goals of instruction to 
include the knowledge, skills, awareness and attitudes which 
enable learners to ‘meet the challenges of communication across 
language and cultural boundaries’ (Council of Europe, 2001, p.  
xii). Thus, intercultural learning focuses not only on knowledge 
about a second language culture, but also on other less tangible, 
more subjective competencies. (p. 74) 
 
 First, culture should be incorporated in language learning from the beginning because 
culture and language are intertwined. Second, the interaction with target language speakers 
provides critical moments where the learners explore the cultural and linguistic borders as well as 
the beliefs and values between two different cultures. Third, the intercultural communicative 
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language teaching should go beyond delivering facts, providing opportunities for the learners to 
explore culture through their experience and reflection. Fourth, it is important to provide 
opportunities for the learners to compare different cultural ideas and values and make 
connections. This comparison allows the learners to establish the concept of culture and cultural 
values across the cultures. Fifth, ICLT entails the importance of including diversity in the 
classroom where the teacher’s appropriate response to the diverse learners is critical. Lastly, the 
intercultural communicative competence should be the goal of language learning and this will 
include the teaching of components of ICC. These six principles provide a useful parameter for 
teachers to utilize in their language course.  
These six principles are adopted in my research to analyze the class observation data for 
several reasons. First, this research provides the principles based on currently available research 
in the field of intercultural communicative competence. Therefore, the principles by them are 
considered to be widely acknowledged among researchers in the field, giving a general agreement 
among the researchers. Second, this research is especially for New Zealand context which share 
some similar situations to the U.S. For example, English is the primary language in both New 
Zealand and the U.S and multiculturalism is an important matter in the English education in both 
countries. Therefore, this commonality that New Zealand contexts share with the U.S context 
makes the principles applicable to my study. Lastly, this set of principles shows the ideal 
approach teachers should take to incorporate ICC into the class by providing a standard to 
examine to what extent the teaching method in the IEP listening and speaking course implements 
the intercultural communicative language teaching. Therefore, the comparison between the results 
of class observation – how the course is taught – and the principles would help to reveal what is 
done well and what should be needed more for cultural learning in class.  
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2.6. Assessing Learners’ ICC in Classroom 
 Although questions of how assessment should be carried out have arisen, researchers 
universally agree with the importance of assessing ICC (Byram, 1997; Deardorff, 2006; Fantini & 
Tirmizi, 2006). In Deardorff’s (2006) study, self-reports such as pre- and post- assessments were 
highly favored by administrators due to the convenience in administering the assessment. Also, 
through the Delphi method, Deardorff (2006) found that several type of assessment methods had 
over 80% agreement rates among intercultural scholars as appropriate ICC assessment tools as 
follows: case studies, interviews, mix of quantitative and qualitative measures, qualitative 
measures, analysis of narrative diaries, self-report instruments, observations by others/host 
culture, judgment by self and others, developing specific indicators for each component and 
dimension of intercultural competence and evidence of each indicator, and triangulation.  
However, ICC assessment conducted by language teachers is harder. Gu’s (2015) 
research examined EFL Chinese university teachers’ opinions and attitudes towards assessing 
ICC and the implementation of their view into their class. Teachers from 39 universities across 
China participated in this study. The result shows that more than 80% of respondents recognized 
the necessity of assessing ICC. However, despite this high recognition by the teachers, they 
reported that they have a lack of knowledge of ICC such as the concept and components of ICC, 
which hinders them from applying ICC assessment in their classes. This research shows the 
difficulty in implementing ICC assessment in the class despite the teacher’s high awareness of the 
importance of assessing ICC. Therefore, it is important that teachers gain the necessary 
knowledge and ability to develop and utilize appropriate methods to assess their learners’ ICC. 
As an attempt to address this challenge, my research will demonstrate how to develop a 
quantitative ICC assessment by adapting current resources. In my research, a quantitative ICC 
survey was developed based on Fantini and Tirmizi’s (2006) intercultural abilities survey and 
Byram’s (1997) learning objectives of ICC. A description of how these models were combined 
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into a survey is discussed in the following chapter. Findings from the survey provide an 
opportunity for teachers to consider how to develop their own ICC assessment tools.   
2.7. Research Questions 
 In summary, as seen from previous studies, it appears that teachers’ and learners’ 
perception towards cultural learning provide information about perceived cultural learning needs. 
However, little research has been conducted on ESL learners’ perceptions toward learning culture 
and an assessment of their ICC, especially in IEP contexts. Also, triangulation is rarely found in 
needs analysis where the aim is to investigate the current learning situations and find solutions for 
potential challenges and problems found from the current state. In addition, previous studies 
reveal the importance of building and assessing ICC in language learning, but the application of 
ICC assessment into a class seems infrequent. Therefore, various aspects contributing to ICC 
such as pedagogy, materials, and teachers’ beliefs should be considered in the discussion of needs 
analysis. In this sense, the following research question guides this study: “What are the 
Necessities, Lacks, and Wants in an Intensive English Program’s speaking and listening course?” 
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 CHAPTER III 
  
METHODOLOGY 
 In this study, a convergent parallel mixed methods design (Creswell & Clark, 2007) was 
conducted where both quantitative and qualitative data collection and analysis were conducted. A 
convergent parallel mixed method design is described as follows: “a researcher collects both 
quantitative and qualitative data, analyzes them separately, and then compares the results to see if 
the findings confirm or disconfirm each other” (Creswell, 2014, p. 219). This mixed method 
design is appropriate for this study because it allowed for an in-depth description of students’ 
cultural learning needs in the IEP classroom context. Therefore, both quantitative and qualitative 
data collections were made in parallel and then the collected data were merged in the data 
analysis stage. In the present research, a side-by-side comparison was used to merge both 
quantitative and qualitative data by presenting the quantitative results and then discussing the 
qualitative findings.  Quantitatively, a basic needs analysis survey and a quantitative textbook 
analysis were used. Qualitatively, classroom observations, a teacher interview, and a qualitative 
analysis of textbook content were conducted. The qualitative data analyses provide explanation to 
complement any deficiency found from the quantitative data. This chapter describes how the data 
collection and data analysis were conducted.  
3.1. Contexts 
 One Intensive English program (IEP) affiliated with a major research university in south-
central United States was chosen in this study. This IEP was established in 1970 and has served a 
crucial role in English education at the University.
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The mission of the IEP is stated on its webpage and emphasizes the need for cultural knowledge. 
It states, “The mission of the IEP is to equip students with the English proficiency, academic 
skills, and cultural knowledge necessary to gain entrance to and achieve success at U.S. 
University, or any American institution of higher education. The program is also suitable for 
those wishing to learn English for business or personal reasons.” In the vision statement, it clearly 
mentions one of the goal of the program is related to the cultural aspects. It states, “in addition, 
the IEP graduates will be familiar with academic tasks and expectations, and will also be able to 
function well in the social milieu of the university classroom and the world outside. After 
completing the program of study at the IEP, students will feel confident and comfortable in an 
OSU classroom, and acculturated to American society as a whole.”  
 The mission and vision statements are highly related to the reason for choosing the 
institution for my research. First, in both mission and vision statements, learning culture is one of 
the outcomes the students are expected to have after the completion of the courses and for them to 
function well in the American society and the world, building their level of ICC is necessary. 
Second, as an Intensive English Program, the setting is intercultural where all the learners are 
from non-English speaking countries and interact with each other in English. Also, many students 
at the IEP either already have or plan to obtain higher education by pursuing a Bachelor’s or 
Master’s degree in the United States. This means that they are likely to stay in the United States 
for a long period of time and have a high need for academic English; Scarcella (2003) emphasizes 
the need for building sociocultural knowledge for academic English learners because academic 
English involves not only in the linguistic knowledge but also in the social practices to meet 
effective communication. Lastly, because IEPs are less researched than other contexts, such as 
university-level ESL classrooms, little is known about needs analysis for cultural learning needs, 
making this context ideal for the present study. 
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Every fall, spring, and summer semester, courses are offered. Two sessions of eight 
weeks each are provided in spring and fall semesters while only one 8-week long session is 
provided during the summer semester. The first 8-week term in the spring 2017 semester started 
on January 17th and ended on March 10th. After a week of spring break, the second 8-week term 
started on March 20th through May 5th.  All the new students are required to take a placement test 
at the IEP, and then students are placed into a certain level. The information of the placement test 
is stated in the IEP Handbook as the IEP uses the Michigan Test to examine the students’ level of 
listening and grammar. Then an interview from instructors decides the students’ speaking level 
and writing an essay is for their writing level. There is a total of six levels: Beginner 1 and 2, 
Intermediate 1 and 2, and Advanced 1 and 2. Students at all levels take three mandatory courses – 
a listening & speaking course, a grammar & composition course, and a reading course. Along 
with the mandatory courses, two electives are offered – a pronunciation course and a TOEFL 
preparation course. In the second 8-week term of spring 2017, the listening and speaking courses 
were offered three times a week on Tuesdays, Thursdays, and Fridays.   
In this study, one advanced level of listening and speaking during the second session of 
the spring 2017 semester was selected based on a convenience and purposive sampling. Long 
(2005) mentions that convenience sample is used in many needs analysis. He also provides the 
definition of convenience sampling as “informants available and willing to participate, who may 
or may not be representative of the target population” (p. 34) and purposive sampling as “a group 
selected by the analyst as supposedly typical, is only as good as the criteria for judging typically, 
which is unknown” (p. 34). The sampling was purposive in that the target level and skill in my 
research was the advanced English speaking and listening course. First, listening and speaking 
courses engage more verbal communication than the other two courses, which are a grammar & 
composition course and a reading course. This verbal interaction is intercultural because the 
interlocutors from different language and cultural backgrounds interact with each other in 
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English. Therefore, intercultural communicative competence is required more in the listening and 
speaking course than other courses, which fits to my target research contexts. Second, the 
advanced level was chosen to minimize any language barriers that participants would face in 
answering survey questionnaires. In addition, it was a convenience sampling as it was based on 
the informants’ availability and willingness to participate. There used to be two advance level 
classes (Advance 1 and Advance 2) at the IEP. However, the two advanced level classes were 
merged into one group during the second session of the spring 2017 semester. The instructor of 
the newly merged advanced class was willing to participate in my research as well as the 
students. This merged class was beneficial to my research because it had more students than 
usual, which enabled the researcher to recruit more participants.    
3.2. Participants 
The IRB application for this research was approved on November 10th, 2016 (see 
Appendix A), and the permission to conduct the research at the IEP was also approved by the 
director of the IEP. The teacher in the advanced speaking and listening level course was willing 
to participate in this research. On March 21st, the first day of the second session of the spring 
2017 semester, the researcher introduced the purpose and details of this research to the students 
and asked them whether they would like to participate in the research. In total, 18 students, which 
is the total number of students in that course, were willing to participate in this study including 
five females and thirteen males. Their age range is from 17 to 31 and the average age is 22 years 
old. Thirteen participants are from Saudi Arabia, two are from China, and three are from 
Vietnam, Colombia, and Mexico.  
This demographic information reflects the dominant international students’ population at 
this particular IEP. However, according to the fall 2017 international student statistics provided 
by the Office of International Students and Scholars at the affiliated university to the IEP, China 
(34.81%), India (33.70%), and Saudi Arabia (19.90%) are the top three countries in the total 
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international population. Since most of the participants in my research are from Saudi Arabia, this 
skewed population could be a limitation of this study and was taken into account when 
interpreting the data. Therefore, the transferability of these results should be considered only in 
contexts with a similar population. Participating students are all in the advanced level at the IEP, 
and the period of studying at the IEP varies from 2 months to over a year with 8 months as the 
average. 66.7% of the participants have studied English at the IEP between 6 months to one year. 
All the students had studied English in their home county even though the period of studying 
varies from less than one year to more than 10 years. Except for three students, it was their first 
experience studying English abroad. Table 5 shows the demographic information of the 18 
individual participants.   
The participating teacher in this study is a female ESL instructor. She was born in China 
and immigrated to the United States when she was a teenager. Since then, she earned her 
Bachelor’s degree in Business and Master’s degree in TESOL and Applied Linguistics. She has a 
little over three years of teaching experiences in ESL institutes, such as in Intensive English 
Programs. 
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Table 5. 
Participant Demographic Information 
 
3.3. Materials 
3.3.1. Basic Needs Analysis Survey 
 The purpose of the basic needs analysis survey was: (1) to examine to what extent the 
learners have cultural learning needs and (2) to survey other important factors affecting their 
English learning. This survey will answer the learners’ perceived cultural learning needs, which is 
Wants. In this survey, some of the demographic questions asked included date of birth, gender, 
nationality, native language, and other language(s). Also, the following questions were asked: 
their class level at the IEP, the period of studying English at the IEP, the average time they speak 
English in and outside of the classroom, previous experiences staying in English speaking 
countries, and previous experiences studying English in their country. Students were also asked 
about their current learning purpose in the U.S., previous learning purpose in their country, 
English skills they want to improve, classroom methods they prefer, topics they want to discuss in 
Gender Age Nationality Period of Studying at 
ELI 
Period of Studying 
English 
Female 17 Colombia 3 months  more than 10 years 
Female 19 Saudi Arabia  14 months more than 10 years 
Female 20 Saudi Arabia  6 months  9 to 10 years 
Female 22 China 8 months 9 to 10 years 
Female 28 Saudi Arabia  6 months  4 to 5 years 
Male 19 Saudi Arabia  6 months  1 to 2 years 
Male 20 Saudi Arabia 6 months  9 to 10 years 
Male 20 Saudi Arabia  1 year less than 1 year 
Male 21 Saudi Arabia 6 months less than 1 year 
Male 21 Saudi Arabia  6 months 8 to 9 years 
Male 21 Saudi Arabia  1 year 1 to 2 years 
Male 21 Saudi Arabia  1 year 1 to 2 years 
Male 23 China 2 months  9 to 10 years 
Male 23 Saudi Arabia  6 months 1 to 2 years 
Male 23 Saudi Arabia 8 months more than 10 years 
Male 24 Saudi Arabia 2 months 1 to 2 years 
Male 25 Mexico 1 year 4 to 5 years 
Male 31 Vietnam  2 years  1 to 2 years 
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the class, and an open-ended question about any opinions. The survey can be found in Appendix 
B.  
3.3.2. ICC Survey 
In this study, a new ICC survey was developed to gauge students’ level of cultural 
learning needs based on their initial ICC and their competence after the 7-week course. This 
helped determine whether they started with cultural learning needs and whether these needs were 
still relevant even after taking the course, which reveals Lacks. However, many of the survey 
questions were not comprehensible to the study participants, as discussed below. Therefore, the 
survey results from the total questionnaires were not included in this study. Though this 
comprehensibility was a problem in fully using the new survey, the way a new survey was 
developed provides meaningful insights into how teachers can create an ICC assessment to use in 
their own class context. These implications will be discussed in the final chapter.  
In my research, to develop a new survey, two models of ICC by Byram (1997) and 
Fantini and Tirmizi (2006) were utilized for the following reasons. First, the models have the 
following constructs in common: Knowledge, Attitudes, Skills, and Awareness. These four 
constructs correspond to the common elements of ICC among various ICC models, as appeared in 
Deardorff’s (2006) research: “awareness, valuing, and understanding differences; experiencing 
other cultures; and self-awareness of one’s own culture” (p. 247). Therefore, the models of ICC 
by Byram (1997) and Fantini and Tirmizi (2006) provide a common ground for defining ICC. 
Second, according to Deardorff (2006), Byram’s model of ICC is the most agreed definition 
among administrators in the intercultural communication field, which is employed as the general 
definition in my research. Third, and most importantly, both Byram (1997) and Fantini and 
Tirmizi (2006) provide useful guidelines for a quantitative ICC assessment by providing learning 
objectives and intercultural abilities survey questionnaire, respectively. Byram (1997) pointed out 
the importance of measuring learners’ ICC by providing the learning objectives for each 
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construct. Also, Fantini and Tirmizi (2006) developed a quantitative survey for assessing 
intercultural competence for domestic native English speakers studying abroad. In part VII in this 
survey, 59 5-point Likert-scale items were asked to measure intercultural abilities under the four 
constructs – Knowledge, Attitudes, Skills, and Awareness. Since the study participants could not 
understand parts of the survey, 22 questions had to be excluded from the analysis, leaving a total 
of 27. Previous researchers (Gizem Günçavdı, 2016; Ho, 2011) have assessed English language 
learners’ ICC by adapting translated versions of Fantini and Tirmizi’s (2006) questionnaire into 
students’ first language. For example, Gizem Günçavdı (2016) used the questionnaire to assess 
230 international students studying at a university in Turkey. In the research, the target test takers 
were from 29 different countries including Europe, Asia and Africa. Therefore, to ease the 
language difficulty, the researcher provided both English and Turkish versions of the survey 
questions, which was possible in that context where all the participants were studying at a Turkish 
university. Another English language teaching researcher that utilized Fantini and Tirmizi’s 
(2006) survey questionnaires was Ho (2011) in the Vietnamese EFL context. Here, the target test 
takers were Vietnamese, so the researcher paraphrased the question items into Vietnamese to ease 
the language difficulty.  
Unlike the homogenous target test takers in Ho’s (2011) research, the target test takers in 
the present research are heterogeneous, representing four different language backgrounds. The 
language backgrounds of these students were also not known until students took the basic needs 
analysis survey on the same day as they took the ICC survey. Therefore, preparing for a translated 
version of Fantini and Tirmizi’s (2006) survey in advance was not available in my research. To 
ease the language difficulty that the test takers might encounter, I modified the given 
questionnaires by using simpler sentence structures and easier vocabulary items. In addition, the 
comparison between Byram’s (1997) learning objectives and Fantini and Tirmizi’s (2006) 
questionnaire helped me to confirm what should be measured in the survey. As a result, the 
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following steps are the ways I used to develop the new survey questions by adapting Byram’s 
(1997) learning objectives and Fantini and Tirmizi’s (2006) questionnaire.  
1. The constructs of ICC presented by Byram (1997) and Fantini and Tirmizi (2006) were 
compared and then the common four constructs were used to build a new survey: Knowledge, 
Attitudes, Skills, and Awareness. However, Byram (1997) and Fantini and Tirmizi (2006) have 
different views about how to define Awareness in that Fantini and Tirmizi (2006) focuses on the 
individual’s awareness of self and others while Byram (1997) focuses on an individual’s ability to 
evaluate perspectives, products, and practices of one’s own and other’s cultures with one’s own 
criteria. Therefore, both of their views toward awareness were reflected in the survey questions.   
2. Then, each construct was classified into sub-constructs based on Byram’s (1997) 
model of ICC. Additionally, it was necessary to define different topics related to Knowledge 
because Knowledge about cultural practice, products, and process was broad. Therefore, sub-
topics were made based on the learning objectives presented by Byram (1997) and Fantini and 
Tirmizi’s (2006) intercultural abilities survey. For example, according to Byram (1997), the first 
learning objective under Knowledge is stated as: 
Objectives (knowledge of /about) (a) historical and contemporary relationships 
between one’s own and one’s interlocutor’s countries. The intercultural speaker 
knows about events, significant individuals and diverse interpretations of events 
which have involved both countries and the traces left in the national memory; 
and about political and economic factors in the contemporary alliances of each 
country. (p. 59) 
Meanwhile, Fantini and Tirmizi’s (2006) intercultural abilities survey contains a question 
under Knowledge: “7. I can cite important historical and socio-political factors that shape my 
own culture and the American culture” Based on the learning objective from Byram (1997) and 
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the question item from Fantini and Tirmizi (2006), the common topics were elicited as knowledge 
about history and significant figures. Through this comparison, sub-topics under Knowledge were 
developed. This process continued for all constructs and sub-constructs. Table 6 shows the 
constructs and sub-constructs that were used to create a new ICC survey in my research.  
3. After finalizing the constructs, the survey question items were developed based on 
Fantini and Tirmizi’s (2006) intercultural abilities survey because this survey has question items 
in Likert scale format, providing a guide for how to make question items under each construct. 
Thus, survey question items were developed by comparing the learning objectives from Byram 
(1997) to Fantini and Tirmizi’s (2006) intercultural abilities survey. When Fantini and Tirmizi’s 
(2006) survey question was also found under one of Byram’s (1997) constructs, the question was 
kept.  
Table 6. 
Constructs of ICC Survey Adapted from Byram’s (1997) Model of ICC  
Constructs Sub-constructs Sub-topics 
Attitudes (1) Curiosity  
 (2) Openness  
 (3) Readiness to suspend judgment   
Knowledge (1) Social groups and their products  (1-1) history, significant figures 
  (1-2) myths, traditions 
  (1-3) region  
  (1-4) institutions (education system     
and religion)  
  (1-5) social norms  
 (2) General processes of societal and 
individual interaction  
(2-1) levels of formality 
  (2-2) non-verbal behaviors 
  (2-3) social distinctions 
Skills (1) Skills of interpreting and relating  
 (2) Skills of discovering and interaction  
Awareness (1) Evaluation based on own criteria 
(2) Self-awareness  
 
 
4. After the comparisons, several question items in Fantini and Tirmizi’s (2006) survey 
had to be revised to reflect the participating students’ language proficiency level by lowering the 
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lexical and syntactical difficulty. For example, in Fantini and Tirmizi’s (2006) intercultural 
abilities survey, Question 19 contains a word ‘adapt’ as follows: ‘While in the Unites States, I am 
willing to adapt my behavior to communicate appropriately in U.S.A. (e.g., in non-verbal and 
other behavioral areas).’ The word ‘adapt’ is one of the vocabulary items that foreign English 
learners are frequently confused of because there is a word ‘adopt’ which differs only by one 
single letter. Therefore, to reduce any possible confusion, the word ‘adapt’ was changed to its 
synonym ‘change.’ In addition, ‘while in the United States’ from Fantini and Tirmizi’s (2006) 
survey was removed because (1) the students already live in the United States, which makes the 
phrase redundant, and (2) the sentence becomes simpler without the subordinate clause. As a 
result, the question was modified to “I am willing to change my behaviors to communicate 
appropriately with American people.” Table 7 presents selected questions from the current survey 
and how they were adjusted in comparison with Byram (1997) and Fantini and Tirmizi (2006).  
Table 7. 
Byram’s (1997) Learning Objectives, Corresponding Question Items by Fantini and Tirmizi 
(2006), and Example Language Adjustments for the ICC Survey Used in This Study  
Construct Byram 
(1997) 
Fantini and Tirmizi (2006) ICC Survey in this Study 
Attitude (1) Curiosity 13. While in the United States, I 
am willing to learn English and 
American culture. 
1. I am interested in 
learning about the 
American culture. 
  21. While in the United States, I 
am willing to deal with different 
ways of perceiving, expressing, 
interacting, and behaving. 
3. I am willing to discover 
differences in behaviors, 
values, attitudes of 
American people. 
 (2) Openness 19. While in the United States, I 
am willing to adapt my behavior 
to communicate appropriately in 
U.S.A. (e.g., in non-verbal and 
other behavioral areas) 
5. I am willing to change 
my behaviors to 
communicate appropriately 
with American people. 
 (3) Readiness 
to suspend 
judgement 
24. While in the United States, I 
am willing to suspend judgement 
and appreciate the complexities 
of communicating and 
interacting inter culturally. 
*9. I am willing to delay 
judgement about the 
behaviors or views of 
Americans’ until after I 
communicate with them. 
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Knowledge (1) Social 
groups and 
their products 
7. I can cite important historical 
and socio-political factors that 
shape my own culture and the 
American cultures 
1. I know the important 
national historical events or 
people in my country. 
2. I know the important 
American historical events 
or people. 
 (2) General 
processes of 
societal and 
individual 
interaction  
2. I know the essential norms 
and taboos of American cultures 
(e.g., greetings, dress, behaviors, 
etc.) 
13. I know the appropriate 
behaviors in American 
culture in different 
situations (e.g., meeting 
with a professor, greetings, 
dress, etc.) 
Skills (1) Skills of 
interpreting 
and relating 
34. I help to resolve cross-
cultural conflicts and 
misunderstandings when they 
arise. 
*3. I can use different 
knowledge and sources to 
solve any problems in 
interpreting conflicting 
explanations or 
misunderstandings. 
 (2) Skills of 
discovering 
and 
interaction 
26. I adjust my behavior, 
dresses, etc., to avoid offending 
American people. 
8. I change my behavior, 
gestures, fashion, etc., to 
avoid offending American 
people in certain situations. 
 (2) Skills of 
discovering 
and 
interaction 
33. I use culture-specific 
information to improve my style 
and professional interaction with 
American people. 
11. I use my cultural 
knowledge when I interact 
with American people. 
Awareness (1) 
Evaluation 
based on own 
criteria 
 
47. While in the United States, I 
realize the importance of how 
my values and ethics are 
reflected in specific situations. 
1. I realize that the beliefs 
shared in my culture may 
not be same in other 
cultures. 
 (2) Self-
awareness 
51. While in the United States, I 
realize factors that help or hinder 
my intercultural development 
and ways to overcome them 
*6.  I realize factors that 
help or block my 
intercultural development 
and ways to overcome 
them. 
*Those questions were not included for the analysis in this research due to the comprehensibility 
problem.  
 
5. There were several sub-constructs or learning objectives presented by Byram (1997) 
but they were not found in Fantini and Tirmizi’s (2006) intercultural abilities survey. For those, 
new question items were made. For example, in Fantini and Tirmizi (2006)’s intercultural 
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abilities survey, no question was asked about how much the individuals respect different culture, 
which belongs to the Openness in Attitude construct by Byram (1997). Therefore, a new question: 
“I am willing to respect American’s lifestyles and customs by not judging them based on my 
culture” was added to the current new ICC survey. Table 8 shows the added question items by 
each construct. 
Table 8.  
Example Questions Added to the Current ICC Survey 
Construct Byram (1997) ICC survey in this Study  
Attitude Openness 7. I am willing to respect American’s lifestyles and customs by 
not judging them based on my culture. 
Knowledge 4. I know important myths or traditions that shape my own 
culture. 
 7. I know where my country is on a world map and the 
characteristics of the area and people living in the area.  
 10. I know where I get my national identity (such as education 
system or religious institutions in my own country.) 
 15. I know the variety of English (formality) in different 
situations. 
 16. I know the meaning of some non-verbal behaviors (e.g., 
gestures) in American culture and how they differ from the 
ones in my culture. 
 18. I know how gender/age/ social class affects interactions 
(such as clothes choice and word choice) in my own culture. 
Skills Skills of 
interpreting 
and relating 
1. I can explain the cultural meaning and values in documents 
(e.g., books and magazines) and events (e.g., in media or in 
history) from another culture 
2. I can relate the cultural meaning and values in documents 
and events from another culture to my culture. 
Awareness Evaluation  9. I can make my own evaluation criteria to solve conflicts in 
the communication with American people. 
 
 
6. Several sub-constructs or sub-topics contain three types of question items: about their 
culture, about the target culture, and about the international culture. The third type of question, 
which is about international culture, was not found in Fantini and Tirmizi’s (2006) intercultural 
abilities survey. This question type was added into my research to see if there are any differences 
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in scores in the ICC survey about between target culture and international target culture. If they 
differ, that might provide additional information about the students’ current level of awareness of 
American culture and other foreign cultures. Since the interaction between the students is 
intercultural where they have different cultural backgrounds as non-native English speakers, this 
analysis not only reflects their interaction but also provides possible challenges the students have 
in acquiring ICC in the communication with foreign non-native speakers. Examples of these 
questions are found under Attitude in the questionnaire; for example, “I am interested in learning 
about the American culture,” which is about attitude toward American culture, has the 
comparative question “I am interested in learning about cultures from different countries,” which 
is about other foreign cultures.  
7. The modification resulted in a total of 59 questions. Specifically, 12 questions on 
Attitude, 20 questions on Knowledge, 12 questions on Skill, and 15 questions on Awareness. 
However, among 59 questions, 27 question items were comprehensible to the participating 
students in this research, including 8 questions in Attitude, 10 questions in Knowledge, 5 
questions in Skills, and 4 questions in Awareness. The questions were asked with a five-point 
Likert scale from strongly disagree to strongly agree. The questionnaires can be found in 
Appendix C. Cronbach’s Alpha test was run in SPSS to assure the reliability of the test as shown 
in Table 9. Cronbach’s alpha is over .87 by construct as well as by total question items, indicating 
a high level of internal consistency for the question items in the survey.  
Table 9.  
Reliability Test of ICC Survey  
 Cronbach's Alpha N of Items 
All constructs .951 59 
Attitudes .877 12 
Knowledge .903 20 
Skills .874 12 
Awareness .914 15 
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8. Initial analysis of the 59 pre- and post-ICC survey results revealed no statistically 
significant change in ICC development after the 7-week session. However, it turned out that more 
than the half of the students did not understand the contents of some of the questions. Therefore, 
any question that could have potentially caused students confusion were further excluded from 
the analysis. The remaining 27 items included are shown in Table 10. The fact that this step was 
not taken prior to conducting the study is a limitation of the present research, but in an attempt to 
complement this data, additional data were collected, starting with a textbook analysis of the 
following text. 
Table 10. 
Selective Comprehensible ICC Question Items  
Construct Selected Question Items  
Attitudes 1. I am interested in learning about the American culture. 
 2. I am interested in learning about cultures from different countries.  
 3. I am willing to discover differences in behaviors, values, attitudes of American 
people.  
 4. I am willing to discover differences in behaviors, values, attitudes of foreigners 
living in the U.S. 
 5. I am willing to change my behaviors to communicate appropriately with American 
people.  
 6. I am willing to change my behaviors to communicate appropriately with foreigners 
living in the U.S. 
 7. I am willing to respect American’s lifestyles and customs by not judging them 
based on my culture. 
 8. I am willing to respect foreign countries’ lifestyles and customs by not judging 
them based on my culture.  
Knowledge 1. I know the important national historical events or people in my country.  
 2. I know the important American historical events or people.  
 3. I know the important national historical events or people about foreign countries. 
 7. I know where my country is on a world map and the characteristics of the area and 
people living in the area.  
 8. I know where foreign countries are on a world map and the characteristics of the 
area and people living in the area. 
 9. I know where America is on a world map and the characteristics of the area and 
people living in the area. 
 13. I know the appropriate behaviors in American culture in different situations (e.g., 
meeting with a professor, greetings, dress, etc.) 
 14. I know the appropriate behaviors in foreign cultures in different situations (e.g., 
meeting with a professor, greetings, dress, etc.) 
 16. I know the meaning of some non-verbal behaviors (e.g., gestures) in American 
culture and how they differ from the ones in my culture. 
 17. I know the meaning of some non-verbal behaviors (e.g., gestures) in different 
countries and how they differ from the ones in American culture.  
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Skills 8. I change my behavior, gestures, fashion, etc., to avoid offending American people 
in certain situations.  
 9. I change my behavior, gestures, fashion, etc., to avoid offending people from 
different countries in certain situations. 
 10. I use my cultural knowledge when I interact with foreign people living in the U.S.  
 11. I use my cultural knowledge when I interact with American people.  
12. I use appropriate strategies to adjust to American culture. 
Awareness 1. I realize that the beliefs shared in my culture may not be same in other cultures. 
 3. I realize the dangers of generalizing individual behaviors as representative of the 
whole culture. 
 7. I realize the potential conflict between my own and other’s beliefs when I interact 
with American people. 
 8. I realize the potential conflict between my own and other’s beliefs when I interact 
with foreign people.  
 
3.3.3. Textbook  
 The textbook used for the listening and speaking course was examined in relation to the 
cultural contents. Hutchinson and Waters (1987) point out the importance of evaluating the 
course materials to use the needs analysis results into the class. Also, examining the course 
textbook provides information of the primary input student receive through the class, which helps 
to discover Lacks. The textbook for the advanced level listening and speaking course is Listening 
and Notetaking Skills 2 (Smalzer & Lim, 2014) and this textbook is only used in the advanced 
level at the IEP. The following statements show the target population and emphasized sub-skills 
for this book:  
Authentic National Geographic videos provide a meaningful context for 
discussion and application of essential listening, notetaking, and vocabulary skills. 
New and updated academic lectures offer compelling, cross-curricular content that 
simulate authentic scenarios for maximum academic readiness. Every unit 
introduces a focused aspect of notetaking and provides varied opportunities for 
practice and application of the skill. (Smalzer & Lim, 2014, p. vi) 
This statement clearly shows that the focus of the textbook is for learners to learn 
academic vocabulary and note-taking skills through academic listening. A total of five units are in 
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the book and each unit consists of three chapters as shown in Table 11. As shown from the title of 
each chapter, the contents appear to be highly related to culture reflecting different types of 
cultural topics. For example, Unit 2: “The American Character” explicitly shows that the unit is 
about American culture. Under this big theme of American culture, different aspects of American 
cultures or characters are discussed in the chapters of Unit 2 which are about family, religion, and 
life such as marriage, birth, and death. Also, Unit 3: “Challenges at Home and Abroad” also 
reflects that the topic is related to American and other international cultures. The content 
underlying these topic headings were analyzed in-depth to determine the amount of cultural 
content actually presented. This analysis will be discussed in the data analysis. 
Table 11.  
Overview of the Textbook Units and Chapters 
Unit   Chapter  
1. The Face of the People  1. The Population  
  2. Immigration  
  3. Work in America  
2. The American Character  4. Family in the United States  
  5. Religion  
  6. Birth, Marriage, and Death  
3. Challenges at Home and Abroad  7. Multiculturalism  
  8. Two Views on Crime  
  9. The United States and the World  
4. Issues in Education  10. Public Education in the United States  
  11. The College Admissions Process  
  12. International Students  
5. The Official Side  13. The Role of Government in the Economy  
  14. Government by Constitution  
  15. Common Law and the Jury System  
 
3.3.4. Class Observation and Teacher Interview  
 Classes were observed to examine any pedagogical aspects reflecting the idea of 
intercultural communicative competence teaching and cultural learning. This examination is 
important to find what is done well and what should be done more in incorporating the 
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intercultural communicative language teaching into the course. Therefore, the results will provide 
more information of Lacks. For focused observations, an observation protocol was made before 
the first observation, and it was used for each observation thereafter (see Appendix D). The 
observation protocol includes the teacher’s and learners’ roles in dealing with certain types of 
cultural materials. By using this protocol, more focused observations were possible. All the 
observed classes were audio-taped though not every audio-taped recording was transcribed 
verbatim. Important observation components were pulled for more examination and coded based 
on the observation notes by using NVivo, which will be described in 3.5. Data Analysis. 
 The teacher interview was conducted to investigate the teacher’s perception towards 
teaching culture in class. Semi-structured interview questions were made before the interview to 
provide a guideline for the teacher to answer the questions (see Appendix E). The interview 
questions were divided into three overarching questions: general teaching and learning questions, 
class observation-based questions, and culture-specific questions. Seven general questions were 
designed to find the overview of the teacher’s teaching philosophy, objectives, and challenges in 
teaching ESL courses. Then, three questions were asked based on the class observations. These 
were specifically related to cultural topics or materials the teacher used, which provides the 
rationale of this provision by the teacher. By asking these course-related questions, more data 
were acquired explaining the needs found from the class observations. The last three questions 
were related to the culture-specific questions regarding teaching culture, cultural materials, and 
teacher’s view toward learners’ cultural learning needs. More general questions were asked first 
to prepare the teacher for more in-depth answers regarding the culture-specific questions. 
3.4. Procedures  
In summary, the total data collection was made from March 21st to May 5th, 2017 as 
shown in Table 12 below. 
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Table 12.  
The Progression of Data Collection Procedures 
Instrument  Date of Data Collection 
Basic Needs Analysis Survey  03.21.2017 
Pre-ICC survey & textbook  03.21.2017  
Class Observations  03.21.2017 - 05.05.2017 
Post-ICC Survey & teacher interview 05.05.2017 
 
The pre-ICC survey was conducted at the beginning of the course on March 21st in the 
class. Then the same survey was conducted again at the end of the course as a post-test. Due to 
the tight class schedules, the post-test was not conducted in class. Instead, the survey was 
distributed to the students on May 4th, and the completed survey was given to the researcher on 
May 5th.  Classes were observed from March 21st to May 5th for the seven weeks. Table 13 below 
shows the topic overview of the total class observation.  
Table 13.  
Summary of Class Observation  
 
Week  Class Period  Date Topic  
1 1 W1-1 03.21.2017 Introduction to the course 
1 2 W1-2 03.23.2017 Introduction to the course  
1 3 W1-3 03.24.2017  Introduction to the course 
2 1 W2-1 03.28.2017 Chapter 4. Family in the United States  
2 2 W2-2 03.30.2017 Chapter 4. Family in the United States 
2 3 W2-3 03.31.2017 TOEFL speaking  
3 1 W3-1 04.04.2017 Chapter 4. Family in the United States 
3 2 W3-2 04.06.2017 Chapter 4. Family in the United States 
3 3 W3-3 04.07.2017 TOEFL speaking 
4 1 W4-1 04.11.2017 Chapter 5. Religion 
4 2 W4-2 04.13.2017 Chapter 5. Religion 
4 3 W4-3 04.14.2017 TOEFL speaking 
5 1 W5-1 04.18.2017 Midterm 
5 2 W5-2 04.20.2017 Chapter 5. Religion Presentation 
5 3 W5-3 04.21.2017 No observation  
6 1 W6-1 04.25.2017 Chapter 5. Religion 
6 2 W6-2 04.27.2017 Chapter 5. Religion 
6 3 W6-3 04.28.2017 No class  
7 1 W7-1 05.02.2017 TOEFL speaking 
7 2 W7-2 05.04.2017 Chapter 5. & 6. Birth, Marriage, and Death 
7 3 W7-3 05.05.2017 Review for Final  
50 
 
The class met three times a week for two hours, every Tuesday and Thursday from 1pm 
to 3pm and every Friday from 11am to 1pm. Each class consists of two blocks of 50 minute-
lesson. The final exam was scheduled for May 9th; thus, the total observation was made until the 
final exam. During the total 7-week period of observation, two classes were missing in the 
observation. First, on April 21st, the researcher could not come to the class due to the severe 
storm. Also, on April 28th, the IEP closed so there was no class to observe. Therefore, the total 
observation was 19 days of 7 weeks. The teacher interview was conducted in an empty classroom 
at the IEP on May 5th for around 30 minutes, and it was also voice recorded and transcribed 
verbatim.  
3.5. Data Analysis  
To answer the research question, “What are the Necessities, Lacks, and Wants in an 
Intensive English Program’s speaking and listening course?”, both quantitative and qualitative 
data were collected and analyzed individually and then mixed at the state of data interpretation. 
3.5.1. Quantitative Surveys  
A basic needs analysis survey was conducted to examine learners’ perceptive learning 
needs. The results of the basic survey were analyzed by calculating descriptive statistics. An ICC 
survey was conducted twice. As mentioned earlier, the results from total 59 questions were not 
reported due to the problem with comprehensibility of select questions. Therefore, easily 
understandable question items were selected, and those questions were confirmed by an applied 
linguist and two domain experts in teaching English as a Second Language field. As a result, a 
total of 27 questions were analyzed. The results of the pre-ICC survey and post-ICC survey were 
analyzed by using a Wilcoxon Signed-ranks test in SPSS to find out if there is any difference 
between pre-ICC and post-ICC result. The reason for using this specific test is that (1) the small 
sample size (N=18) is appropriate for non-parametric test and (2) the purpose of the test was the 
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comparison between pre-ICC and post-ICC survey results of groups, which uses two-related 
samples.  
3.5.2. Quantitative Textbook Analysis 
The textbook used for the listening and speaking course was examined in relation to the 
cultural contents. This examination provides the information of the overall cultural contents given 
to the students, which is an important source to check how adequately cultural contents are given 
to students. The total number of units in the book is five, and each unit consists of three chapters, 
so a total of 15 chapters were analyzed to provide a comprehensive overview textbook contents. 
Since the class only dealt with Unit 2, which includes Chapter 4 and 5 and a portion of Chapter 6, 
more attentive analysis was then given to these chapters. In my research, two parts of each unit 
were the major components for analysis: the topics for reading and listening tasks and the chapter 
pictures (Table 14). Components that were excluded in the textbook analysis include Vocabulary 
Preview, Prediction, Notetaking Preparation, Accuracy Check, Oral Summary, and Pursuing the 
Topic. These were excluded because they focus more of the language parts or note-taking skills 
which are not mainly cultural contents. For the included components, the textbook focuses on 
listening as a main skill and provides further expansion in a reading passage at the end of each 
chapter; therefore, the topics of two major written and oral texts, the reading passage and 
listening lecture, were analyzed to examine what kinds of cultural contents they provide. Second, 
though the textbook does not provide many photos, each chapter consistently provides a picture 
that is almost a full-page size with the title of the pictures. Therefore, the photos were also 
considered for the needs analysis.  
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Table 14. 
Textbook Analysis Contents per Chapter 
Main Heading Sub-heading Contents analyzed  Rationale for Exclusion  
Topic Preview Discussion Included  
Before 
Listening  
Vocabulary 
Preview 
 
Prediction 
 
 
Notetaking 
Preparation  
Excluded 
 
 
Excluded 
 
 
Excluded  
focuses on the vocabulary 
they are listening through the 
lecture 
asks about students’ 
expectation of the listening 
topic 
focuses on note-taking skills 
by using excerpts from the 
listening lecture 
Listening First & Second & 
Third Listening 
Listening topic  
After 
Listening 
Accuracy Check 
 
 
Oral Summary 
 
Discussion 
Excluded 
 
 
Excluded 
 
Discussion questions* 
asks students to write short 
answers about the listening 
lecture 
asks the students to summary 
the listening lecture 
 
Expansion Pre-reading 
Reading  
Discussion 
Pursuing the Topic 
Discussion questions* 
Reading topic 
Discussion questions* 
Excluded 
 
 
 
provides additional resources 
students can refer to 
* These components were only analyzed for Unit 2, which was the unit discussed during the 7-
week course, to provide a more in-depth understanding of cultural content 
 
Listening and Reading Topics  
In order to examine what kinds of cultural contents the textbook provides; topics of 
reading and listening were analyzed by using the following criteria. First, they were categorized 
into three different cultural materials based on Cortazzi and Jin (1999) as follows: (1) target 
culture materials whose content is inner circle countries’ cultures, (2) source culture materials 
whose content is about the cultures from learner’s country, and (3) international target culture 
materials whose content is about cultures neither about inner circle countries nor about learner’s 
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own. Since the participants are heterogeneous, the classification of the second type, source culture 
materials, is relative depending on where the student is from. Therefore, the category of source 
culture material was excluded. In addition, one more categorization was added as universal or 
general cultural materials for those topics that do not necessarily reflect either of the three cultural 
materials by Cortazzi and Jin (1999). The classification of BIG C and small c was adopted from 
Matić (2015) as shown in Table 3 of Chapter 2. BIG C topics include art, economy, education, 
geography, history, institutions, and literature. Small c topics include everyday living, living 
conditions, interpersonal relations, values, beliefs, attitudes, body language, social conventions, 
and ritual behavior. This classification of BIG c and small c culture is also used to examine the 
cultural contents in the textbook.  
Table 15 shows a sample textbook analysis about the listening and reading topic for 
Chapter 1. In Chapter 1, the listening topic is Population in the United States, which was 
explained in three different ways: race and origin, geographical distribution, and age and gender. 
Since the topic talks about one of the inner circle countries, the United States, the listening topic 
was first classified as target culture material. Then, the topic was examined whether it is about 
BIG C or small c culture. According to Matić’s classification (2015), which was based on 
Chastain (1988), Tomalin and Stempleski (1993), and Council of Europe (2001), regional, class, 
and ethnic variations belong to living standards in small c. Therefore, the listening topic was 
classified as small c culture. As a result, the listening topic was counted as small c target culture 
material. In the reading passage, the same analysis was conducted. The topic of the reading 
passage is Population around the World, which belongs to the international target culture 
material. Also, the content of the reading passage deals with regional and ethnic variations of the 
world population, resulting in the categorization as a small c topic. Though the reading and 
listening topics contain multiple ideas of culture sentence by sentence, to provide an overview of 
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the topics the textbook provides, the dominant types of culture and cultural materials were 
considered in the analysis.  
Table 15.  
Sample Textbook Analysis for Chapter 1 Showing Tallies for the Number of BIG C and small c 
Contents Represented 
 Target Culture Material 
International Target 
Culture Material 
Unidentified 
/ General 
Total 
Number 
Heading BIG C small c BIG C small c  
 
Listening topic 0 1 0 0 0 1 
Reading topic 0 0 0 1 0 1 
Total 0 1 0 1 0 2 
 
Pictures  
One of ways to look at cultural contents is through pictures in the textbook. Even though 
the given course book does not contain many photos, every chapter provides a photo on the first 
page of each chapter with a short description of the photo. Therefore, all the pictures on every 
first page of each chapter were classified with which cultural materials they belong to. For 
example, the photo on the first page of Chapter 3 is about an American steelworker at a steel 
plant in Illinois. Therefore, this photo was classified as target cultural material. The same analysis 
continued to the Chapter 15.  
Chapters 4 and 5 
 When it comes to the chapters that was covered during the course, more scrutinized 
analysis was conducted because these were the chapters specifically addressed during the eight 
weeks. This analysis was important to determine whether the textbook could have contributed to 
students’ ICC development. Since Chapters 4 and 5 were the main chapters covered during the 
course, the written and oral texts in these two chapters were analyzed activity by activity. They 
were also classified into different cultural materials, and the results were later explained by 
55 
 
referring to the class observation results. Tables 16 and 17 show a detailed breakdown of each of 
the components of the two chapters, including a description of the contents. 
 When classifying the discussion questions into different cultural contents, two additional 
categories was added: (1) source cultural materials and (2) personal opinions related to cultural 
topic (PC). First, source cultural materials had to be added in the examination of the discussion 
questions because some of the questions are asking about the students’ own culture. For example, 
the second topic preview discussion question on Chapter 4 is “are single-parent families common 
in your culture?” Here, this question is asking about the student’s own culture which belongs to 
source cultural material. Therefore, the category of source cultural material was added. Second, 
some of the discussion questions were not classified by using the category I used for the listening 
and reading topic examination because they are more about asking personal opinions. For 
example, the third after listening discussion question in Chapter 3 is “is divorce always a bad 
idea? Can it ever have positive consequences for the family?” Here, the question cannot be 
categorized as different cultures like BIG C or small c or cultural materials such as target cultural 
or international target cultural materials. Instead, it is more about asking personal opinions, but 
the topic is still related to culture which is about the family structure. Therefore, to reflect this 
kind of question, additional category was made as named as PC.   
56 
 
Table 16. 
A Description of Textbook Analysis Contents – Chapter 4 
Main Heading Sub-heading Contents 
Topic Preview Discussion Three discussion questions  
1. How would you describe a typical U.S. family? 
2. Are single-parent families common in your culture? 
3. Is it common for parents in your culture to leave 
children in day care while they are away at work? 
Listening First Listening 
Second Listening 
Third Listening 
 Listening topic: Family in the U.S 
 
After 
Listening 
Discussion Three discussion questions  
1. What similarities are there between what you’ve 
learned about typical U.S. families and families in 
your culture? 
2. What effects have economic and cultural changes in 
the last 20 years or so had on the family in your 
culture? 
3. Is divorce always a bad idea? Can it ever have 
positive consequences for the family? 
Expansion Pre-reading 
 
 
 
 
 
 
Reading  
Discussion 
 
 
 
 
 
 
 
 
 
Two discussion questions 
1. Was there a women’s movement in your country? If 
so, how was that movement similar to the women’s 
movement in the 1970s in the United States? 
2. Look at the title of the article. What does “female 
empowerment” mean? How do you think changes in 
family size might be related to female empowerment?” 
Reading topic: Changes in Family Size in Brazil 
Three discussion questions 
1. What are some of the similarities in how Brazilian 
and American attitudes toward the family have 
changed over time? 
2. How did the women’s movement of the 1970s and 
1980s affect Brazilian society? Compare its impact to 
the impact of the women’s movement on American 
culture described in the lecture. 
3. In what ways are Brazilian families today similar to 
American families? How are they different? 
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Table 17. 
A Description of Textbook Analysis Contents – Chapter 5 
Main Heading Sub-heading Contents  
Topic Preview Discussion Three discussion questions  
1. What do you think the expression “freedom of 
religion” means? 
2. Do people in your culture practice many different 
religions in your culture? 
3. In what country other than the United States do 
you think you might find all of these religions: 
Hinduism, Islam, Sikhism, Christianity, Judaism, 
Jainism, Zoroastrianism, and Buddhism? 
Listening First Listening 
Second Listening 
Third Listening 
Listening topic: Religions in the U.S. 
After Listening Discussion Three discussion questions  
1. Do you believe that religious freedom is always a 
good thing? Why? 
2. Should religion and government be separate? Why 
or why not?  
3. Why might it be good for people learn about other 
people’s religions?  
Expansion Pre-reading 
 
 
 
 
 
 
 
Reading  
Discussion 
 
 
 
 
 
 
 
 
 
Two discussion questions 
1. What are the major religions in your country of 
origin? Are most people in your country religious? 
2. Which areas of the world do you think have the 
highest number of people who are nonreligious or do 
not believe in God? Do you think there is a 
difference between someone who is nonreligious and 
an atheist who does not believe in God?  
Reading topic: The Geography of Religion (Religious 
Belief Around the World) 
Three discussion questions 
1. What ideas presented in the lecture are given 
some support by information in the article? 
2. Why is it difficult to collect exact data on people’s 
religious beliefs, according to the lecture and the 
article? Make a list.  
3. Look at the list of countries by region in the 
article. Using information from the lecture and your 
own ideas, can you think of reasons why these 
particular places might have so many nonbelievers?  
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3.5.3. Qualitative Class Observations and a Teacher Interview 
 Additional evidence to inform students’ cultural learning needs was obtained through a 
teacher interview and class observations. By examining how culture is dealt with in class and to 
what extent to the intercultural communicative language teaching and learning occur in the class, 
the results provide the information about the current status of the language class. Audio records of 
the teacher interview were transcribed verbatim and then the transcription was open coded by 
using NVivo, a qualitative analysis software. NVivo allowed the researcher to classify topics 
arising from the transcription. The interview results will be discussed with relation to the course. 
Based on the observation notes from the protocol and the audio recordings of each observation 
session, the observation data were analyzed in relation to the course materials and iCLT 
principles (Newton et al, 2010). For example, class observation notes were open coded by using 
Excel. When the class performances and the contents dealt with in the class were related to the 
iCLT principles (Newton et al, 2010), more explanation was provided. Though the audio 
recordings of the class observation were not transcribed verbatim, the recording were used to 
refer to the certain course hours that were considered to be important.  
3.6. Summary of Instruments Used to Conduct the Needs Analysis 
 In summary, a convergent parallel mixed method design was employed in the current 
research. Quantitatively, the basic information survey, ICC survey, and textbook analysis were 
conducted. Qualitatively, the class observations and teacher interview were conducted. As 
pointed out by Long (2005), triangulation helps not only to discover the gap between the current 
state and the ideal state of cultural learning in class, but also to explain the findings. In this 
research, all the collected data are merged to provide an interpretation of the cultural learning 
needs in an IEP listening and speaking course. Table 18 below shows the sources and methods for 
the data collection and how the data were analyzed to answer the research question: “What are the 
Necessities, Lacks, and Wants in an Intensive English Program’s speaking and listening course?” 
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The results will provide insights into the IEP course development by revealing what the cultural 
learning needs are.  
Table 18. 
Research Variables with Corresponding Instruments and Data Analysis  
Target 
Needs 
Source Method Data Analysis  
Wants 
 
Learners  Basic needs analysis 
questionnaires 
 Frequency analysis  
 
Learners 
 
Teacher 
 
Learners 
& teacher 
 ICC survey questionnaires  
 
 Semi-structured teacher 
interview 
 Class observation 
 Two-sample nonparametric 
Wilcoxon Signed-rank test 
 Open coding in NVivo 
 
 Open coding in Excel using 
categories in observation 
   
Published 
literature  
 Textbook analysis   Coding in Excel using type of 
culture taxonomy  
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CHAPTER IV 
 
FINDINGS 
This chapter presents the results of the analyses for determining cultural learning needs in 
an IEP course for listening and speaking. To answer the research question: “what are the 
Necessities, Lacks, and Wants in an Intensive English Program’s speaking and listening course?” 
results from multiple data points provide information of the current state IEP course – whether it 
contributes to learners’ ICC development and to what extent the course implements this 
importance in class. First, students’ and teacher’s perception towards learning culture is explored 
through a basic needs analysis survey and a teacher interview respectively. The results reveal that 
what the subjective and objective needs are for cultural learning in class. Then, students’ level of 
ICC was measure by using partial questions from ICC survey. This question helps to determine 
whether the other data from course materials, teaching, and interview are meaningful to conclude 
the course does or does not contribute to the learners’ ICC development. Lastly, the course 
observation and course material evaluation will demonstrate how the cultural learning is 
implemented and what should be done more, which will provide implications for future IEP 
course and curriculum development.  
4.1. Learners’ and Teacher’s Perception towards Needs for Cultural Learning  
This section examines the learners’ and teacher’s perception towards cultural learning. 
The basic needs analysis survey was administered to answer this question along with an in-depth 
teacher interview. Five questions were asked to identify students’ perspectives towards their 
needs for cultural learning, starting with general questions about their learning needs. 
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Two questions, Questions 12: what is your purpose of studying English in the United States, and 13: 
what was your purpose for studying English in your country, were asked to examine the participants’ 
purposes for learning English in the United States and in their own country, respectively. 
 Figure 1 shows that in the U.S., the students’ main purpose for learning English is for 
admission purposes such as attaining a good English test score, getting admitted to a college in the 
United States and also being able to write and speak well. Meanwhile, meeting a graduation 
requirement was the most frequently cited reason to learn English in their home country. In 
conjunction, reading English texts was chosen more often than writing and speaking skill 
improvement as the purpose of English learning in their home country. Meanwhile, learning about 
U.S. culture and other cultures were ranked as 7th and 8th out of 10 as their purpose of learning 
English. This result shows that the students’ learning needs for English differ depending on where 
they study. However, it appears that their needs are highly related to the institutional purposes such 
as graduation and admission requirements. This result might be accounted for by the fact that many 
students are likely to need a certain level of English proficiency to graduate and then enter good 
schools. 
Figure 1.  Students’ Purposes of Learning English in the U.S. and in their Home Country (N=18) 
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When students were asked to respond to Question 14: which language skills do you want to 
improve the most at the IEP, more than 80% of the students picked writing skills? (See Figure 2).  
Reading, speaking, and listening skills followed writing skills, and they take up over 40%. Cultural 
awareness was picked as the lowest needed skill. Thus, the results from this basic survey indicate 
that students do not seem to perceive cultural learning as an important factor in their English 
learning or that other skills take precedence.  
Figure 2. Students’ Responses to What Skill to Improve throughout the Course in the IEP (N=18) 
 
Another interesting result from the basic needs analysis survey is about the time of 
interaction students have with non-native and native English speakers per day outside of class. As 
Figure 3 shows, most of the students responded that they spend more time with non-native English 
speakers rather than native-speakers and very little time with native speakers at all. The limited face-
to-face interaction with Americans may have contributed to the students’ low cultural awareness 
because they have not yet experienced the importance of cultural learning in real communication 
situations.  
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Figure 3. Time of Interaction Students Spend per Day with Native English and Non-native English 
Speakers Outside of Classroom (N=18) 
 
However, contrary to students’ low perceived cultural learning needs, the teacher interview 
shows that the teacher believes students do have high cultural learning needs in their language 
learning. This is because she has seen students’ curiosity in learning more about American culture. 
She responded that she had witnessed many students were culturally shocked due to the differences 
between American culture and their own culture. This frequently led them to ask questions about 
reasons behind the different behaviors, beliefs, and values in American culture as she said “…I 
notice things they do in America and they would come to me and ask different questions why I think 
American people do this. And you know and why do they act like that or why do they say this certain 
thing or watch videos and they are just very shocked…” From this curiosity, the teacher believed 
that they have high learning needs towards learning culture.   However, this curiosity expressed 
by the teacher is contradictory to the results from the basic needs analysis survey, indicating a 
potential mismatch between what students think they need and what they require in reality. Further, 
the teacher thinks that learning American culture is necessary because the students are going to live 
in the United States to study at a U.S. college. Two major themes appeared from the teacher 
interview: adjustment and assimilation to American culture as illustrated in her comment, “…. the 
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reality is, we do live in America and you do have to assimilate and you do have to, you know, adjust 
to culture like we have all done.” This clearly shows that she acknowledges that students need to be 
more aware of the importance of learning American culture and discover how they can be more 
comfortable in this new society.  
 In summary, the results from the basic survey and teacher interview indicate that the 
students and teacher have a conflicted view towards cultural learning. The teacher thinks that 
students have high cultural learning needs, and she also considers learning culture as an essential 
part of their English learning considering the currently live in the United States. However, the 
students do not perceive culture as an important factor for their English learning while pursuing 
more institutional purposes to study English. This conflict was also recognized by previous 
researchers (Long, 2005; Juan, 2014) and they point out the sole use of learners’ perception does not 
demonstrate the true learning needs they desire. Therefore, results from additional data are necessary 
to explain this result and to what degree the learners’ perceived learning needs are important. 
4.2. Students’ Level of ICC through Selected ICC Survey Questions 
The ICC survey was conducted twice as a pre-test and post-test to assess to what extent the 
students improve ICC through the course as a measure for deciphering learning needs. As mentioned 
earlier, among 59 questions, only 27 questions were analyzed to prevent any possible 
misinterpretation arising from the unclear and not comprehensible question items. Therefore, 8 
questions in Attitude, 10 questions in Knowledge, 5 questions in Skills and 4 questions of 
Awareness were analyzed (See Table 10 for selective comprehensible ICC question items). Due to 
the elimination of the question items, the selective question items do not fully grasp the ICC 
constructs. Therefore, these results suggest only a partial component of the students’ ICC. 
Nevertheless, it is still an important analysis to examine whether the course contributes to the 
learners’ level of ICC in respects to content of the individual question items.  
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A Wilcoxon Signed-ranks test was conducted to determine whether there was a difference 
between the mean scores of pre- and post- ICC survey by each of the four constructs. The 
comprehensible 27 question items (8 questions in Attitude, 10 questions in Knowledge, 5 questions 
in Skills, and 4 questions in Awareness) were analyzed. Results of this analysis indicate that there 
was no statistically significant difference between the mean scores of the pre-ICC and post-ICC 
surveys, as indicated follows: Z = -.940, p > 0.05 (Attitude), Z = -.782, p > 0.05 (Knowledge), Z = -
.114, p > 0.05 (Skills), and Z = -1.077, p > 0.05 (Awareness). These results seem to indicate that as a 
group students’ overall intercultural communicative competence did not likely improve after the IEP 
course (See Table 19).  
Table 19.  
Descriptive Statistics Results of Pre- and Post-ICC Survey (N=18)  
 Pre Post 
Variables M SD Min Max M SD Min Max 
Attitude 32.76 5.43 20.00 40.00 34.13 3.58 30.00 40.00 
Knowledge 38.00 5.24 27.00 50.00 39.50 4.73 30.00 50.00 
Skills 19.33 2.63 16.00 25.00 19.56 3.24 13.00 25.00 
Awareness 16.71 2.14 14.00 20.00 16.06 2.75 10.00 20.00 
 
However, as pointed earlier, this result provides only a partial information of the learners’ 
ICC level. Therefore, more sources and methods were needed to decide whether this result matches 
the lack of cultural learning in class. Thus, additional data were collected through class observation, 
textbook analysis, and teacher interview. The three data points are used to further triangulate results 
to provide a broader description of the course and to determine what cultural learning needs are 
required.  
4.3. Textbook Analysis  
 This section explores current state of the cultural instruction in the course by examining 
various factors relating to the course. First of all, the given course textbook was analyzed by 
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examining cultural contents provided in the textbook. The 15 chapters were analyzed with respect to 
(1) the topic of listening lecture and reading passage and (2) the photo on the first page of each 
chapter. Then, additional analysis was conducted for Chapters 4 and 5 because they are the main 
chapters that were covered during the 7-week course observation. The results provide information of 
the culturally related input the students are given in the course.   
4.3.1. Analysis of All Textbook Chapters  
  Overall, the textbook seems to provide balanced cultural contents. First, when it comes to 
the photos on the first page of each chapter, it seems that almost an even proportion of international 
target culture (43.33%) and target culture materials (50%) are provided. General category refers to 
the picture which do not necessarily reflect either of the three cultural materials. For example, the 
photo in Chapter 8 was about a forensic scientist collecting DNA evidence from a knife at a crime 
scene, thus this belongs to a general category. Meanwhile, the photo in Chapter 5 describes Hindu 
prayer at the Ganges River, India, near a statue of Shiva, which represents international target culture 
material. Chapter 3 shows an American steelworker at a steel plant in Illinois which belongs to the 
target culture material.  
 Second, in terms of the listening and reading topic in each chapter, the results show almost 
an even proportion of cultural contents (See Figure 4). In terms of the cultural materials, the results 
found 50% of target culture materials, 46.6% of international target culture materials, and 3.3% of 
general topic which is about two different views on crime. Also, the results show almost even 
portion of BIG C and small c culture by indicating that BIG C (57%) takes up a slightly higher 
proportion than small c (43%). The topic of two different views on crime in Chapter 8, which was 
classified as general in cultural materials, belongs to small c in this classification because this topic 
is about values, beliefs, and attitude in small c category. 
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Figure 4. The Proportion of Cultural Materials and BIG C and small c Culture of the Listening and 
Reading Topics in the Textbook 
 
Here, the classification of the topic was made based on how the topic is discussed in the text. 
For example, the topic of Chapter 4 is Family in the United States, which makes the topic a target 
cultural material. The way this topic is described in the listening lecture reflects whether it is mainly 
about BIG C or small c. To be specific, the family in the U.S. is explained by three different eras: (1) 
the era of the traditional family from mid-1940s to mid-1960s, (2) the era of individualism from 
mid-1960s to 1980s, and (3) the era of new family since 1980s. Each era focuses on different family 
configuration, gender roles, and social influences on the change. Therefore, the topic is more about 
small c culture where family structures are discussed in various ways. In terms of Chapter 5, the 
listening topic is about religions in the U.S, which is explained in four aspects: (1) facts and figures 
of various religious groups in the U.S., (2) comparison to other western nations in terms of the 
importance of religion in their life, (3) the importance of religion in the U.S. regarding rise of the 
religious right, and (4) increasing diversity in the U.S. regarding increasing immigrants. This topic 
belongs to the target culture material because it is mainly about the U.S. context. It also belongs to 
small c culture where the topic of religion is discussed with respect to the belief American people 
have towards religion in their life and diverse religions in the U.S. in relation to various ethnic 
groups.  
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As Figure 4 above shows, among the fifteen listening topics and fifteen reading topics, 15 
topics belong to target culture materials and 14 topics belong to international target culture materials. 
However, one topic does not belong to either of the cultural materials. This was found in Chapter 8 
about two different views on crime because this topic deals with the general views towards crimes 
regardless of the country. The interesting pattern found is that 93% of the target culture material 
topics were found from listening while 100% of the international target culture materials were found 
in the reading topics. Considering the reading part was included in the section called Expansion in 
the textbook, which is not the primary skill the textbook deals with, this pattern seems to suggest that 
target culture materials were the major focus in this textbook while international target culture 
materials were secondary.  
When it comes to the topic assignments under BIG C and small c, a different weight in the 
sub-topics was found (See Table 20). For example, in BIG C category, institution is the most 
frequently found BIG C topic in the textbook. Meanwhile, art, geography, and literature were never 
discussed in the textbook while economy, education, and history were discussed at least one time. 
Similarly, in small c category, several topics were never discussed such as everyday living, body 
language, and social conventions. Meanwhile, living conditions, interpersonal relations, values, 
beliefs, and attitudes, and ritual behavior were discussed at least once throughout the textbook. 
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Table 20. 
Listening and Reading Topics by BIG C and small c Topic Classification  
Chapter Listening and Reading Topic BIG C Topic Category small c Topic Category 
1 (L) U.S. population and census in 2010 
(R) World population 
 Living conditions: living 
standards (with ethnic 
variations) 
2 (L) Immigration history in the U.S. History  
 (R) Environmental refugees  Living conditions: living 
standards (with ethnic 
variations) 
3 (L) U.S. workers today 
(R) Economy in China 
Economy: economic 
system 
 
4 (L) Family in the U.S. 
(R) Changes in family size in Brazil 
 Interpersonal relations: 
family structures  
5 (L) Religions in the U.S. 
(R) The Geography of Religion 
(religious belief around the world) 
 Values, beliefs, attitudes: 
religion 
6 (L) Customs of birth, marriage, death 
in the U.S. 
(R) Traditional marriage customs in 
parts of rural Africa  
 Ritual behavior: Birth, 
marriage, and death 
7 (L) Three views of US culture 
(R) Marsellen in France 
 Values, beliefs, attitudes: 
national identity 
8 (L) Two views on crime 
 
 Values, beliefs, attitudes: 
security 
 (R) Singapore system Institutions: 
government 
 
9 (L) U.S. as a global leader 
(R) China’s rapid economic growth 
Economy: economic 
system 
 
10 (L) School and education system in 
U.S. 
(R) Chinese school children 
Education: schools 
and curriculum 
 
11 (L) Post-secondary education in U.S. 
(R) Global ranking of higher education 
system 
Education: universities 
and curriculum 
 
12 (L) International students in U.S. 
(R) Rising number of Americans study 
abroad 
 Interpersonal relations: 
relations of international 
and domestic students 
13 (L) The role of government in the U.S. 
(R) Bhutan's enlightened experiment 
Institutions: 
government 
 
14 (L) U.S. constitution 
(R) The government of ancient Rome 
Institutions: 
government 
 
15 (L) Jury system in U.S. 
(R) Countries using jury system 
Institutions: 
government 
 
* L refers to listening topic while R refers to reading topic 
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4.3.2. Chapters 4 and 5 
Chapters 4 and 5 in the textbook are the major chapters covered during the time of 
observation. Therefore, discussion questions were additionally classified into different cultural 
contents for further examination. Though the listening topics of both chapter 4 and 5 belong to small 
c target cultural material, it appeared that the discussion questions provide more of source cultural 
materials and personal opinion related questions as seen in figure 5. For example, “is it common for 
parents in your culture to leave children in day care while they are away at work?” from Chapter 4 
and “do you believe that religious freedom is always a good thing? Why?” from Chapter 5 elicit the 
discussion about the students’ own culture or their opinion about the topic. In terms of the reading 
discussion questions in Chapter 4 and 5, there is a similar tendency that more of source culture 
materials and personal opinion questions were found. For example, the second pre-reading 
discussion question in Chapter 5 is “which areas of the world do you think have the highest number 
of people who are nonreligious or do not believe in God? Do you think there is a difference between 
someone who is nonreligious and an atheist who does not believe in God?” This question focuses 
more on the personal opinions related to the topic, religion. 
 
Figure 5. The Proportion of Cultural Materials and BIG C and small c in Chapter 4 and 5 Listening 
Discussion Questions 
 
 The interesting discussion questions were found on Chapter 4 in after-reading discussion 
questions. Those discussion questions are asking for comparing the two cultures the listening lecture 
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and reading passage talks about. For example, the first after-reading discussion question is “what are 
some of the similarities in how Brazilian and American attitudes toward the family have changed 
over time?” Here, this question provides the students with a chance to think about the similarities 
between two cultures in terms of the topic they learned through the listening and reading. Therefore, 
it seems that the discussion questions provided under listening and reading activities provide 
students with opportunities to share their cultural knowledge and their opinions, which is important 
in building ICC.   
4.4. Class Observations 
Textbook alone is meaningless if there is no information about how the textbook is used. 
Therefore, classes were observed to see if how the cultural contents in the textbook is dealt with and 
if there is any additional evidence of teaching in contributing to learners’ ICC development. The 
total of 19 classes were observed during the 7-week session period to find how the cultural learning 
is dealt with in the class. Table 21 provides the summary of the total observation during the 7-week 
observation period. Almost every Friday, the teacher had a TOEFL speaking practice lesson. Though 
this part of the lesson was related to the target learners who are planning to take TOEFL, this part of 
lesson was not related to the given course textbook. During the 7-week period, Chapter 4 was 
covered during week 2 and week 3 and Chapter 5 was covered from week 4 to week 7. For both 
chapters 4 and 5, listening parts were fully covered while the reading part under Expansion was not 
covered at all. At the week 7, Chapter 6 was covered without a listening lecture; only topic preview 
discussion questions and vocabulary preview parts were covered. Therefore, since Chapter 4 (family 
in the U.S.) and 5 (religion) were the major chapters covered during the course, the class observation 
results focus on chapters 4 and 5. Also, the class performances from the class observation results will 
be discussed in relation to iCLT principles (Newton et al, 2010).  
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Table 21.  
Summary of Class Observation by Class Performances and Contents 
Period  Topic  Class performances Contents   
W1-1 Introduction 
to the course 
 Learning about the course 
 Completing ICC survey 
 Course syllabus  
 ICC survey  
W1-2 Introduction 
to the course  
 Doing class mingling 
activities 
 
 Learning about the course  
 Exchanging students’ 
information 
 The course syllabus 
W1-3 Introduction 
to the course 
 Taking a quiz about the 
course syllabus 
 Listening to a news  
 Quiz  
 
 OSU basketball  
W2-1 Chapter 4. 
Family in the 
United States  
 Learning idioms about 
family  
 Listening to a news  
 Learning vocabulary  
 Discussing the questions  
 Photos of Queen Elizabeth Ⅱ 
 Obama Care  
 Matching words  
 Textbook Topic Preview 
discussion (p. 34)  
W2-2 Chapter 4.   Listening to a news with 
notetaking 
 Listening to a video and 
answering questions 
 Learning vocabulary   
 
 Learning about president 
Trump’s family and 
Listening to a video  
 80-year-old Chinese runway 
model 
 U.S. marriage on the rocks 
 
 Textbook Vocabulary Preview 
(p. 35) 
 Photos and videos of president 
Trump’s family 
W2-3 TOEFL 
speaking  
 Practicing speaking 
questions with pair 
 Reviewing  
 TOEFL speaking questions  
 
 Vocabulary 
W3-1 Chapter 4.   Learning note-taking skills  
 Listening to a video with 
note-taking  
 
 Learning note-taking skills 
 First and second listening of 
the lecture (p. 37) 
 Outlining  
 A comparison of gender roles, 
family life, and social life 
(1950 vs 2000) 
 Notetaking preparation (p. 36) 
 Family in the United States  
W3-2 Chapter 4.   Third listening of the lecture 
(p. 38) 
 Family in the United States  
 Note-taking strategy 
W3-3 TOEFL 
speaking 
 Practicing TOEFL speaking 
questions 
 Learning and reviewing 
notetaking skills 
 Listening to a video  
 
 Answering discussion 
questions 
 TOEFL speaking questions  
 
 Note-taking strategy 
 
 Living with New Normal (The 
Kleer Family) 
 Textbook after listening: 
discussion questions (p. 39) 
W4-1 Chapter 5. 
Religion 
 Reviewing  
 
 
 Vocabulary and note-taking 
skills 
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 Listening to a news  
 
 Answering discussion 
questions  
 Shooting at an elementary 
school in California  
 Teacher-prepared questions  
W4-2 Chapter 5.   Learning presentation skills 
 Answering discussion 
questions 
 
 Learning different religions  
 
 Filling out vocabulary items   
 Presentation skills  
 Textbook topic preview: 
discussion questions (p. 42) 
 
 PowerPoint lecture and 
worksheet about religion 
 Textbook Vocabulary Preview 
(p. 43) 
W4-3 TOEFL 
speaking 
 TOEFL speaking practices 
 Learning presentation skills  
 TOEFL speaking questions  
 Presentation skills and how to 
interpret data  
W5-1 Midterm  Reviewing 
 
 Taking an exam  
 Presentation skills and 
abbreviation 
 Midterm 
W5-2 Chapter 5.  
Presentation 
 Reviewing  
 Learning vocabulary  
 
 Presenting the group 
assignment 
 Vocabulary, presentation skills   
 Textbook Vocabulary Preview 
(p. 43) 
 Presentation  
W5-3 No 
observation 
 The researcher did not observe the class due to the bad weather 
(storm)  
W6-1 Chapter 5.   Reviewing  
 Learning about stress in 
English 
 Learning notetaking skills 
 
 First listening to the lecture 
with notetaking  
 TOEFL words and midterm 
 Stress on English words 
 
 Textbook Notetaking 
Preparation (pp. 44-45) 
 Textbook First Listening  
(p. 46) introduction part  
W6-2 Chapter 5.    Reviewing  
 Second listening to the 
lecture with notetaking 
 Taking a quiz 
 Talking to a guest speaker  
 Stress on English words 
 Textbook (pp. 47-48) 
 
 Quiz 
 A guest speaker  
W6-3 No class   ELI cancelled the class  
W7-1 TOEFL 
speaking 
 Learning speaking strategies  
 Practicing TOEFL listening  
 PowerPoint slides   
 TOEFL PBT listening  
W7-2 Chapter 5.   
 
 
 
 
 
Chapter 6. 
Birth, 
Marriage, and 
Death 
 Learning idioms 
 Listening to the videos  
 
 Listening to the lecture 
 
 Answering discussion 
questions  
 Answering discussion 
questions  
 Learning vocabulary  
 Idioms  
 Bombing in Egypt on Palm 
Sunday and Pope Francis    
 Textbook Third Listening  
(p. 48)  
 Textbook After Listening 
discussion (p. 49) 
 Textbook Topic Preview 
discussion (p. 52) 
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 Textbook Vocabulary Preview 
(p. 53) 
W7-3 Review    Reviewing  
 
 Going over the study guide  
 Vocabulary, stress, and 
notetaking skills 
 Midterm preparation   
 
 The class observation results were then examined to see how the cultural learning is 
reflected in the course by applying the 6 iCLT principles (Newton et al, 2010) and any relevant data 
related to the importance of cultural learning and ICC development (See Table 4 in Chapter 2). This 
analysis provides an empirical information about how the cultural learning and the importance of 
building learners’ ICC is reflected in the course. 
4.4.1. Answering Discussion Questions and iCLT Principle 4  
 The class performances where students asked and answered discussion questions to the 
classmate seem to promote learners’ interaction and provide a chance for them to compare different 
cultures, which is related to iCLT principle 4 ‘foster explicit comparisons and connection between 
languages and cultures’ (Newton et al, 2010) To be specific, some of discussion questions contained 
at least one of the questions about comparing cultures either by asking the similarities or differences 
between their own culture and American culture or by asking about their own cultures as shown in 
the following examples:  
 What similarities are there between what you've learned about typical U.S. families and 
families in your culture? (Chapter 4) 
This is also evidenced by the textbook analysis in that more of source culture materials were 
found in the discussion questions compared to the listening and reading topic classification. During 
the course, the teacher covered 12 discussion questions relating to the listening part in Chapters 4 
and 5. Interestingly, 50% (6 questions) of the total number of discussion questions are related to the 
factual information by using either yes/no questions or what-questions as follows:  
 Are single-parent families common in your culture? (Chapter 4) 
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 Do people in your culture practice many different religions in your culture? (Chapter 5)  
Therefore, most of the answers were either yes or no without a discussion of the reason 
behind the answer. For example, the first discussion of the discussion questions in the textbook was 
on the second day of week 2 where Chapter 4 was covered. These discussion questions were under 
Topic Preview, which was a pre-listening activity. Two discussion questions in that part were asking 
about the students’ own culture and when it comes to these discussion questions, the teacher 
purposefully selected students from different country and had them share their opinions. To one of 
the questions “are single-parent families common in your culture?” one student from Colombia 
answered yes while a student from Vietnam and students from Saudi Arabia said no. Students from 
China said it is becoming more common. To the other question “is it common for parents in your 
culture to leave children in day care while they are away at work?” students from Colombia and 
Mexico said yes while students from Saudi Arabia answered no. Here, the discussion reflects the 
idea of comparing cultures because of the various answers from the students who have different 
cultural backgrounds. However, the answers remained as providing either yes or no because the 
question themselves do not include ‘why’ or ‘how’ questions. In addition, the teacher did not 
provide any further follow up questions. Thus, discussion centered around answering the questions 
instead of going beyond the discussion questions, such as talking about the reasons behind different 
answers from the students, which engages more of exploration of the culture. This is frequently 
found in the later discussion questions where no further ‘why’ or ‘how’ questions were applied in the 
discussion.  
Another discussion was found during the week 4 to 6 when the class covered Chapter 5, 
religion. Discussing the topic of religion, the teacher brought additional discussions. On the first day 
of week 4 as the class started Chapter 5, the teacher moved to the new Chapter by asking questions 
about religions like “Do you know some religions around the world? and “Is it okay to ask in the 
United States?” These questions helped the students raise their awareness to the topic, religion 
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because they are given a new input about culture. Here, the teacher explicitly provided the 
knowledge about American culture in asking about a certain topic, religion by using an explanation. 
This was witnessed through the teacher’s saying, “You are not supposed to do that because that can 
be rude because discussing somebody’s religion when it’s the first time meeting them could be 
taboo.” Then, the teacher provided a handout of several questions the students can talk about, which 
are related to the topic, religion and the teacher had students pick 5-6 questions to talk about with 
their partner. The questions are below:   
1. What is the main religion practiced by people in your country? 
2. What other religions exist? 
3. Do many people attend church service? Or another type of service? 
4. Is there a difference between generations? 
5. Are old people more or less religious in your country? 
6. Which one of the following describe yourself?  
- A religious person, fairly religious person, not interested in religion at all, other 
7. Do you receive any religious education at school or outside of the school? 
8. Do you sing in a choir?  
9. Do you believe any of the following ideas?  
-life after death or reincarnation, spirits of ghost, god, or some greater power 
10. Do you have the same religious belief as your family and your ancestors?  
11. Who influences the development of your belief? 
 
Interestingly, these questions are highly related to source culture materials, and they are 
involved in raising students’ awareness about the new topic about their own culture and other’s 
culture. Here, the students had an opportunity to compare their own culture to the interlocutor’s 
culture and connect the cultural knowledge, which is related to iCLT principle 4. However, these 
questions belong to the yes/no question type like the textbook discussion questions; also, further 
exploration or discussion beyond the answers to the questions was not found during the discussion. 
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4.4.2. Having a Group Presentation and iCLT Principle 2, 3 and 4 
 There was an important group assignment that students had to complete during the course 
session, and this assignment seems to be highly related to some iCLT principles (Newton et al, 
2010). As a group assignment, students had to conduct a survey. Each group was assigned by the 
teacher consisting of three students and they were given several research questions they could pick 
for their group’s survey. As seen below, the given research questions are about the Chapter 4, family 
in the United States, which is cultural.  
1. How does the role of parents change in the child's life from childhood to adulthood? 
2. How has the idea of marriage changed in America? 
3. From the parents' point of view, how does their expectation about their children change as 
their child grows up?  
4. How do Americans view divorce? 
5. How do they feel about gender roles in America? 
 Then, each group was required to make ten questions relating to the research question they 
chose. Those questions were later asked to American people where each group member had to ask 
five American people to answer the 10 questions. Then, each group picked out three to four main 
questions and present the results of the questions to the class. In the presentation slides, the students 
had to include followings: (1) introduction of the topic, (2) presentation of the survey result, and (3) 
provision of the similarities or differences between their own view and the Americans’ view towards 
the chosen topic.  
 This presentation assignment seems to be related to the iCLT principles in two ways. First, 
this encourages the students to interact with target language users, which making them engage in 
social interaction. The teacher made it clear that the target survey takers are American people by 
saying "it should be American people because it is a chance for you to practice English." and "this is 
very important because you are gonna have to speak to American people eventually. I know you feel 
more comfortable maybe talking to your class mates or talking to me. But you have to go out there 
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and really talk to people because you are in America.” Though one of the reasons for having 
students talk to American people was for them to practice their English, the teacher emphasized the 
importance of interacting with American people because the students live in the U.S. Thus, the 
provision of interaction with target language users partially reflects the iCLT principle 2: “engages 
learners in genuine social interaction.” The interaction students have with the American people 
cannot be fully considered as a genuine interaction because they mainly interact each other in 
completing the survey question, which is a highly controlled content. However, the idea of including 
the interaction with native speakers as a mandatory assignment can be recognized as an 
implementation of iCLT principles.  
 Second, this assignment has students compare their own cultural values or view and the ones 
of American’s to the chosen topic. When the teacher went over the rubrics for the presentation 
assignment, she included a short reflection from the students where they compare the results they 
collect to their own cultural view. This inclusion offers students with an opportunity to compare the 
different views toward the same topic between target language users and themselves. Therefore, it 
seems to be related to the iCLT principle 4: fosters explicit comparisons and connections between 
languages and cultures. Further, this comparison is engaged with exploration and reflection to the 
culture because the learners think beyond the mere comparison by reflecting possible reasons and 
relations between the two different cultures. Thus, it seems to be related to iCLT principle 3: 
encourages and develops an exploratory and reflective approach to culture and culture in language.  
4.4.3. Using Supplementary Materials  
 It appeared that the teacher frequently used supplementary materials in covering chapters 4 
and 5, which are classified into two categories: semantic and audio-visual (See Table 22). First, 
several words and phrases found in American culture were introduced by the teacher such as ‘baby 
shower.’ According to the dimension of culture by Adaskou, Britten and Fahsi (1990), this material 
is cultural in a semantic sense because the culture is reflected in the language itself, the vocabulary. 
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Therefore, it seems that the use of semantically related cultural materials is inevitable in language 
learning. However, the way the teacher presents this semantic item is highly related to an 
explanation where the teacher presents the word and explain.  
Table 22.   
Selected Supplementary Materials from Classroom Observation  
Type  Content / Topics Culture T strategy Period  
Visual Photos of Queen Elizabeth Ⅱ T, B & S Description W2-1 
 President Trump’s family T, B & S Description W2-2 
Audio News about Obama Care T, B  Explanation W2-1 
Video 80-year-old Chinese runway model I, S Explanation W2-2 
 U.S. marriage on the rocks T, S Explanation W2-2 
 President Trump’s family T, B & S Description W2-2 
 A comparison of gender roles, family life, and 
social life (1950 vs 2000) 
T, B & S Explanation, 
Comparison 
W3-1 
 Living with New Normal (The Kleer Family) T, S Exemplification W3-3 
 News about shooting at an elementary school in 
California 
T, S Explanation W4-1 
 News about bombing in Egypt on Palm Sunday 
and Pope Francis    
I, S Comparison W7-2 
Semantic  Baby shower, idiom related to family T Explanation W2-1 
 WW2, Baby Boomer, Millennials T Explanation W3-1 
* T = target cultural material, I = international target culture materials, B = BIG C culture, and S 
= small c culture 
 Another feature that was found from the extra materials was the use of audio-visual multi-
media. Some frequently used materials were (1) playing news about America and (2) using videos or 
pictures about inner-circle countries. The other type of supplementary class material, audio-visual, is 
exemplified by photos of Queen Elizabeth’s family and the President Trump’s family presented 
during week 2 classes. Along with the visual materials, YouTube videos were used as an additional 
listening practice such as videos of the Trump family, comparison of gender roles, family and social 
life, and the Kleer family which exemplifies a unique American family structure. These audio-visual 
materials are cultural in a sense that (1) the topic is a family structure, which is a small c culture 
topic and (2) the representation of the topic belongs to target culture materials. Also, it was found 
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that the most frequently used strategy by the teacher to use the contents was explanation where 
teacher presents the materials by explaining the meanings.  
 However, during the 7th week, the teacher used a new approach to deal with video materials. 
Previously, the teacher used video materials for listening and note-taking practices where the culture 
was used as classroom content, but the main focus was the listening skill development. However, in 
the second class during the 7th week, the teacher had students compare two videos which were news 
about bombing in Egypt on Palm Sunday and Pope Francis. It turned out that the contents of the 
videos show a contradictory cultural view as well as conflicts by two different cultural beliefs (e.g., 
the Christians in Egypt attached by Muslim and the Catholic’s view towards the attack). Therefore, 
here, the cultural contents – two videos – are actually used for eliciting students’ cultural 
competence because they are listening for comparing the two different cultures or their views. 
Though the teacher had students compare the two videos, it turned out that it was highly limited to 
the topic comparison between the two videos. She merely checked students’ understanding of the 
main topic of the videos and had them compare the topics without any expanding the comparison 
into a discussion, which seems to be a limited use of cultural contents to enhance leaners’ ICC.  
In summary, discussion questions and the group presentation assignment seem to reflect 
some intercultural communicative language teaching principles. First, the discussion questions both 
provided by the teacher and the textbook seem to promote for the students to compare different 
cultures and make a connection. However, some of the discussion questions were about yes/no 
questions rather than why or how questions and the teacher did not seem to ask further questions 
beyond the given discussion questions. Second, the group presentation assignment seems to 
encourage the students interact with American people which foster their social interaction, reflective 
approach culture and comparisons between cultures. In addition, the supplementary materials 
provided by the teacher seem to be related to cultural materials; however, they are likely to be 
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presented though an explanation by the teacher and used for listening and note-taking skill 
development.  
4.5. Teacher Interview  
 The results from semi-structured teacher interview provide information of the teacher’s 
perception towards cultural learning in language class. Also, the results show more detailed 
information about the class observation results by receiving rationales from the teacher. The results 
indicate that the teacher considers teaching and learning cultures as an important factor in students’ 
English learning. When she was asked to answer, “how important is teaching culture in the class?” 
she answered that it is very important by emphasizing the importance of learning American culture 
considering the students’ residency in the United States. To the question, the teacher provided her 
teaching belief that embracing the diversity in the class by saying “…and I try to create an inclusive 
environment and the environment where everyone is accepted and welcomed and... And also 
embrace on diversity and I try to get everybody share their opinions and not just one particular 
group.” As a follow-up question, I asked how the teacher utilizes the diversity into the course by 
asking “so, about the students’ background, because they are from different cultural backgrounds, 
do you consider their cultural backgrounds and incorporate them into your class? Or only American 
culture because they live in America?” Her answer to this question seems to show her belief of the 
importance of learning American culture for the students as “I try to encourage questions from them 
on a different topic we cover in class to share about their own culture…. But I think the resources 
that I share are more based on American culture because that’s something they have to learn. But I 
do encourage them to share their opinions doing discussions something like that. And so, whenever I 
group them for a presentation, I try to keep in mind the different cultures and also gender that kind 
of thing to group them because I do think it’s a better if you work with people from different cultures 
and also you know different gender groups.” The teacher made it clearer when she had a follow-up 
question “so you think students need to learn American culture because they are going to study or 
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live here?” by saying “yes, like I said, I asked them to share about culture but again, you know, the 
reality is, we do live in America and you do have to assimilate and you do have to, you know, adjust 
to culture like we have all done.”  
 This idea is also reflected in some of her explicit remarks through the class observation. 
During a discussion, she was sometimes more explicit in dealing with cultural ideas. For example, 
on the third day of week 3, the discussion questions were asked after the students had the listening 
activity. The teacher had students share the answers with group and then shared the answers about 
first and third questions with a whole class. When students talked about the typical family in the 
United States, the teacher explicitly said America has many states and they are all different, 
implying that she was concerned about any impetuous judgment students would make from the 
discussion in the class. Also, the teacher made an emphasis of the value of the family that though the 
family structures are different, the value of supporting each other and loving each other remains 
constant. The teacher explicitly said, “you have to be acceptable and be open-minded because you 
live in America.” This is an important remark that the teacher explicitly mentioned the idea of being 
open-mind which is one of the components of ICC.  
 In addition, the supplementary materials the teacher used were almost always about the 
target culture; thus, a question was asked during the interview, “What is the major reason behind 
using extra materials such as photos/videos of British Royal Family, Trump’s family, and American 
News?” Her answer shows her emphasis on students’ learning American culture as “well, I think that 
when these students live in America, they need to, they need this kind of exposure to American 
culture and that’s a huge part of why they are here…. And right now, I think our nation’s biggest 
focus is on Trump family and they are very controversial, and I think it’s important for me to bring 
this up in class. Also, I incorporate that into my lesson. So, it’s also something that they are very 
familiar with because I need to build on their background information.” This rationale is 
correspondent with her view toward learning American culture as a necessity for the students to live 
83 
 
in this country. In addition, the teacher encourages students to keep an “open mind” and this phrase 
appeared five times during the interview, for example, “I think the biggest thing in America is that 
you have to keep an open mind.” and “I try to ask them to keep an open mind.” Her encouragement 
of being open-minded is reflected in students’ ICC score in that Attitude contains the highest mean 
score in the post-ICC test.    
 However, the teacher’s perceived importance of learning culture in class does not seem to be 
matching to actual practice of the concept. The result of the teacher interview indicated that she did 
not intend to have a class where culture is explicitly taught, and she did not even think about the 
topics of the textbook in relation to culture until she was asked in the interview. Since the advanced 
level is the highest level in the IEP, the teacher said she really focused on the academic listening and 
the vocabulary for college level of study and she did not really consider teaching culture as 
important as the academic learning goals. Therefore, it seems that the teacher’s aim for the course 
was to focus on listening, vocabulary, and college preparation.  
However, the teacher’s cognitive awareness was found during the interview. As a part of 
culture-specific question, the following question was asked to the teacher: “How would you use 
cultural materials in your class? As you mentioned, you cover the American family and American 
topics, so you had to use materials about America? But if the topic were different, would you use 
students’ cultural materials?” The answer to this question revealed that the teacher just realized the 
different culture materials and topics dealt in the textbook. “…And you are right. I just noticed that 
for level five and six, it’s more about just America you know because this is our advanced level and I 
think it’s just they try to really prepare students for their college life and as you know, when you go 
in to mainly uh the different courses in college, I don’t think it’s more about more you know world 
culture.” Thus, until then, she did not consider the different cultural topics in the textbook and their 
utilization into the course. Since she did not intend to teach cultures explicitly, her lack of awareness 
of culture could be one of the factors affecting the development of students’ ICC.  
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When it comes to the group presentation assignment, the teacher mentioned three major 
reasons for providing the group presentation assignment: (1) introducing to the basic research 
project, (2) providing an opportunity to work as a team, and (3) providing a chance to interact with 
American students where she said “also just for them to get out there and also on campus to be able 
to interact with American students or you know, the community members, that’s really important 
thing that they have to do in college.” As a follow-up question, the teacher was asked to answer the 
question “if there were any reasons for only having American participants” and the teacher 
responded “Yes, because our topic in the book is talking about American family and marriage. So 
that’s why I made the topic that has specifically I want them to survey American people. Because it 
was related to what we talk about in the book.” This answer shows that the aspects of intercultural 
communicative competence was not really considered but the given textbook material was the major 
reason for providing the opportunities of interacting with American people in the assignment.  
After this question, I asked one more follow-up question because the answer from the 
previous question implies that the topic of the textbook might have influenced on the teacher’s 
teaching methodology. The follow-up question was “if you had taught different Chapters of the 
textbook, could you describe how the course would have been different from this Chapter? Is there a 
big difference when you teach different topics? Because I found some topics about their culture and 
their country and more like globalization?” The answer to this question showed the limitations the 
teacher encountered in the curriculum as the teacher said “well the thing is maybe you don’t know 
this matter of program, but you have a certain Chapter that we have to do for each session and each 
session is divided into A and B session. And currently we are in the A session I believe, and I could 
only cover this Chapter as a teacher for the A session. So, because the other Chapters are already 
covered by different teacher or so... I cannot, we cannot overlap each other.”  Thus, perhaps the 
limited autonomy given to the teacher in selecting the textbook and the Chapters in the textbook 
might have affected the teacher’s less awareness in the materials relating to cultural contents.    
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4.6. Data Interpretation  
In summary, the course does not seem to contribute to the students’ ICC development 
though there are some meaningful points. This is supported by multiple data points. First, the ICC 
survey results indicate that the students did not improve their level of ICC through the course. 
Though this ICC assessment does not include full ICC constructs, it still shows useful information to 
diagnose the current state of the cultural learning in class. In addition, the students and the teacher 
show a conflicted view towards the importance of learning culture where the teacher believes its 
importance, but the students do not. This conflict does not provide full indication of the needs the 
class must strive to develop. Therefore, to further investigate the current state of the course in 
implementing cultural learning, other data were analyzed.  
First, in terms of the course material evaluation, the textbook used in the course seems to 
have a balanced portion: of target culture materials and international target culture materials and of 
BIG C and small c culture. Also, the discussion questions in the textbook seem to be designed to 
enhance learners’ cultural awareness. However, some topics such as art, history and literature under 
BIG C and body language, social conventions, and everyday living under small c were barely found 
in the textbook. Also, only two major topics – family and religions – were covered during the 7-
week observation. Thus, the lack of provision of certain topics could be one of the deficiencies the 
course materials show with regards to the various cultural input. Focusing on Chapter 4 and 5, the 
discussion questions provided in the textbook seem to promote students’ interaction by comparing 
different cultures and sharing their personal opinions. However, half of the questions were yes/no 
questions, which do not encourage more in-depth discussions. Thus, it seems that though the 
discussion itself is an important component of course material, the question items should be further 
considered to embrace a variety of question types.  
Second, the results from class observations indicate that several factors are likely to engage 
in intercultural communicative language teaching as follows: (1) the course materials which were the 
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discussion questions in the textbook, (2) the group presentation assignment, and (3) supplementary 
materials that were provided by the teacher. These materials seem to contribute to raising the 
learners’ cultural awareness about the topic discussed; however, the discussion questions were not 
further developed into promoting students’ in-depth discussions. Also, there was a lack of evidence 
that the teacher considered incorporating cultures into the class through the teacher interview. First, 
according to the teacher interview, it turned out that the teacher did not intend to implement any 
explicit teaching culture in her class. Also, it seems that she did not consider different cultural 
contents or different cultural topics in selecting her supplementary course materials. Thus, it seems 
that while she may consider it important in general for students to learn about culture, however it 
appears not to be her goal in this particular course. Therefore, though teacher showed a general 
awareness of the importance of incorporating culture into a language classroom, this awareness does 
not seem to be reflected into the class, which is also evidenced by the lack of improvement of 
students’ ICC score.  
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CHAPTER V 
 
DISCUSSION AND CONCLUSION  
This chapter reviews the principal findings from this research and provides an extended 
evaluation and interpretation of the results. Based on the findings – learners’ and teacher’s 
perceived learning needs as well as the deficiencies of cultural learning and ICC development in 
the course – the discussion illustrates implications for cultural learning needs, which should be 
further implemented into the class along with pedagogical implications. These will show the 
value of conducting needs analysis for future IEP course and curriculum development. Several 
limitations in this research will also be shared with suggestions for future studies. Then, the 
Chapter finishes with a summary of the main conclusions.   
5.1. Principal Findings  
5.1.1. Conflicts in Perception towards Learning Culture  
 In the field of foreign and second language learning, learning culture has generally been 
considered an important factor to be integrated in the class (Brown, 2007; Celce-Murcia, 2008; 
Kramsch, 1993). Corresponding to this view, previous studies (Czura, 2016; Young & Sachdev, 
2011) have shown that teachers are much likely to be aware of the importance of teaching culture. 
Also, learners in EFL and ESL contexts have revealed a high motivation for learning culture 
(Hatoss, 2006; Huang, 2014). However, the results of my research showed that the teacher’s and 
students’ perception toward learning culture is somewhat different.  
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 The results through the student’s basic survey and teacher’s interview indicate that while 
the teacher considers cultural learning – especially about American culture – essential, the 
students do not consider cultural learning as an important learning factor in their English studies. 
Most of the students said they learn English because they want to go to a college in the United 
States and receive a good score in the English proficiency test while improving cultural 
awareness was marked as the lowest learning needs they have. Thus, the results suggest that the 
students’ primary concerns and interests are highly related to the admission purposes whether to 
get a good English score, to go to a college, or to improve their academic writing skills. However, 
the teacher interview revealed that the teacher considers learning culture in students’ English 
learning as valuable and important. For example, one of the most frequently appeared themes by 
the teacher to answer the importance of learning about culture during the interview was 
adjustment. It implies that the teacher considers learning American culture as essential for the 
students to live in the United States. This finding suggests that the students’ cultural learning 
needs are not always high, which is a mismatch to the teacher’s perception.  
This mismatch might not be so surprising as previous studies have pointed out (Long, 
2005; Juan, 2014). Long (2005) points out that though learners are one of the important sources 
of information for needs analysis, there is no guarantee that the learners provide a reliable and 
best source. He provides a comparison between pre-experience learners and others. Some learners 
who are articulate and familiar with the target discourse domain are likely to provide reliable and 
usable information. On the contrary, as cited in Long (2005), pre-experience learners such as 
recent arrivals in Australia’s Adult Migrant Education Program have proved less able to provide 
usable and valid information (Brindley, 1984; Brindley & Hood, 1990). Taking this point into 
consideration, the low perceived cultural learning needs shown from the students might be due to 
the students’ short time of residing in U.S. 66 % of students reported that their period of studying 
at the IEP is less than a year ranging from 2 months to 8 months. Thus, they might not be familiar 
89 
 
with the target domain, which is the United States; therefore, their perceived learning needs might 
not reflect the importance of learning culture as shown by the teacher, who knows the importance 
of learning culture in a language course.  
In addition, the skewed population of the participants might have affected learners’ low 
cultural learning needs. To be specific, most of the students in this study are from Saudi Arabia. 
This dominant culture in the class might have affected the entire class by giving them fewer 
opportunities to interact with people from more various cultures. This lack of opportunities might 
have led them to pay little attention to cultural aspects during communication. Another possible 
reason might be due to the low interaction time the students have with native English speakers 
outside of the class. Though the group presentation assignment that was given to the students 
required students to speak to American people, this was mainly for asking them to complete a 
written survey they made. As seen from the basic information survey, the students did not spend 
much time with native English speakers and this low level of interaction they experience might 
have not provided any cultural challenges in their daily communication.   
Though the mismatch is explained through several possible reasons, it is important to 
note why the students’ perception was so low. As pointed out in Mirzaei and Forouzandeh 
(2013), students’ learning motivation has a positive relation to their ICC. Therefore, the low 
learning motivation towards cultural learning expressed by the participating students in my study 
could be an obstacle for the students to develop their level of ICC. One of way to improve their 
perception is related to increase their level of interaction with native English speakers as shown in 
White and Rosado (2014).  
According to these researchers, international students studying at an English language 
institute at a university in the Northeast reported that the biggest obstacle they have learning 
English in a U.S. college was the lack of connection and interaction with native English speakers. 
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The students showed their frustration of not connecting to American students or having a 
meaningful conversation with American students on campus despite of their lengthy stay at the 
university. To lessen the challenge which the international students have, the researchers made 
American students conduct interviews where American students in a sociology class approached 
the international students studying at the ELI exchanging questions about sociological topics such 
as “courting practices, marriage customs, views on love and marriage, arranged marriages, 
divorce, gender roles, education, child rearing practices, and care of the elderly” (White and 
Rosado, 2014, p. 243). After the interview, both international and American students reported that 
their social and cultural barriers were lowered through the interaction. Especially, the result 
indicates that the international students became more active in the interaction after talking to the 
American students because the American students attentively listened to the international 
students.  
White and Rosado’s (2014) research shows that interaction can lead to heightened 
cultural awareness, which is likely to enhance learners’ belief of the importance of cultural 
learning. Therefore, increasing learners’ interaction with American students would contribute to 
raising learners’ cultural awareness as well as their ICC. Another way to increase the students’ 
perception would be related to an explicit approach suggested by Chavez (2005) as “make 
explicit to our students how language and culture mutually permeate each other and how the way 
people interact is central to what we study and teach” (p. 41). Thus, employing more explicit 
approach in discussing the importance of incorporating learning culture into the language class 
might contribute to raising students’ attention to the importance of learning culture in their 
English learning.   
5.1.2. The Gap between Teacher’s Awareness and Application in Class 
As reported from previous studies (Kim, 2003; Young & Sachdev, 2011), language 
teachers, regardless which contexts they teach, are likely to be aware of the importance of the 
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cultural learning through language courses. This teacher’s awareness is important because it 
likely plays a significant role in enhancing learners’ ICC. To enhance learners’ ICC and 
incorporate cultural learning, the teacher should focus not only on linguistic aspects of the 
language but also on ICC. This is clearly pointed out by Byram, Gribkova, and Starkey (2002) as 
“the role of the language teacher is therefore to develop skills, attitudes, and awareness of values 
just as much as to develop a knowledge of a particular culture or country” (p. 13).  
In my research, it was also found that the teacher is aware of the importance of cultural 
learning in their class as was shown through the teacher interview. However, this general 
awareness does not seem to be witnessed much through the courses. First, though she emphasized 
the importance of teaching culture in class, it turned out that she did not intend to implement 
cultural learning into her class. She pointed out that the limited class time and the extensive 
course required materials to cover during the course prevent her from incorporating explicit way 
of teaching culture in her class. Moreover, additional lack of incorporating cultural learning was 
found from the material selections. It appeared that the teacher did not attentively consider the 
textbook materials in terms of cultural contents until the interview was made. During the 
interview, she realized that the topics covered in the given course textbook are different from 
other textbooks at different levels and she did not consider the topics with relation to cultural 
contents. Thus, it seems that the teacher’s general awareness towards the importance of learning 
culture in language course is not high enough for her to implement cultural learning into her 
class. Here, this teacher’s cognition is important because teacher’s awareness is highly related to 
the selection of teaching methodology and materials as stated cited in Czura (2016, p. 85) 
“teachers’ ability to select effective teaching techniques and resources aiming to develop their 
learners’ interculturality is dependent on their understanding of the notion of culture and of ICC.”  
Acknowledging the importance of raising teachers’ awareness in building learners’ ICC, 
McCalman’s (2014) discovered that a teacher training could be one way to raise teachers’ 
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awareness. The ESL student-teachers who were taking a mandatory intercultural class as their 
ESL certificate program requirement showed high interests in teaching cultures in language 
classes with a high expectation for them to incorporate teaching culture into their future class. 
Therefore, if the teacher has a chance to consider the importance of teaching cultures and ICC, 
the chance for the teacher to utilize them into their class might increase, leading to more 
application to actual teaching contexts. This suggests the future actions to provide teacher 
trainings to raise teacher’s awareness of ICC and help them incorporate cultural learning into 
their class.  
5.2. Pedagogical Implications 
 Overall, the results from all data indicate that the cultural learning was not regularly 
implemented in the IEP listening and speaking course. This clearly shows that there should be 
further behaviors to solve the problem. In this section, I present several ways to implement 
cultural learning into the class to enhance learners’ ICC, which requires the teacher to take a 
critical and active role.  
5.2.1. Material Development  
 Textbooks are still a primary course material in many language courses and the 
participating teacher in this research expressed that she had to use this textbook because the 
textbook was already assigned to the level that she was given to teach. Therefore, it was 
important to examine the major course materials, being the textbook, in terms of the provision of 
cultural contents. The results of textbook analysis indicate that the textbook used in the class 
seems to contain very balanced contents of culture by providing different types of culture and 
cultural materials. This result is intriguing as it is contrary to previous textbook analyses where 
ESL and EFL textbooks (Shin, Eslami & Chen, 2011) and EFL textbooks (Song, 2013; Yuen, 
2011) contained more of inner circle countries’ cultural contents than outer and expanding circle 
countries’ culture.  
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 Though the textbook seems to provide adequate cultural contents, a few considerations in 
relation to cultural learning in the class need to be taken into account. The first is about how the 
textbook is dealt with in the actual classroom. To be specific, the textbook seems to provide 
balanced cultural contents not only in both listening and reading topic but also in discussion 
questions. However, the discussion questions seem to dominantly contain yes/no questions and 
the teacher did not further develop the questions into an in-depth discussion. This lack of further 
discussion seems to be related to the lack of application of iCLT principle 3: encourage and 
develops an exploratory and reflective approach to culture and culture in language. This is 
because just comparing the cultural phenomenon is not enough to provide the students with 
reflecting about their own and other’s culture. As Song (2013) argued, to elicit cultural awareness 
in a contribution to building ICC, comparing cultures is not enough. Further, beyond the 
comparison, critical reflection is needed as stated follow: “critical reflections engage in further 
discussion or reflection of beliefs, history, values, or conflicts related to the cultures that interact” 
(p. 386). This reflection is also correspondent with iCLT principle 3 where reflective approach is 
important. Therefore, class performances where the students are given more time to reflect the 
cultural differences and explore them should be implemented as a part of discussion to enhance 
students’ ICC. 
Another consideration is about different types of course materials. Many researchers have 
suggested that non-traditional lessons using various class materials are beneficial to build 
learners’ ICC although the textbook is still considered as the primary class material to follow the 
curriculum. Carrillo Cabell (2012) pointed out that EFL classes still heavily rely on commercially 
available textbook materials as ICC materials despite the high technology available in the current 
era. Reflecting these problems, recent studies have been investigating materials that are effective 
to improve learners’ ICC. With the development of technology, researchers have provided non-
traditional materials for enhancing learners’ ICC by using the followings: multicultural literature 
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(Gómez Rodríguez, 2013), Social Network Services (Chen, 2017), online cultural exchange 
project (Ware, 2013), intercultural materials (Carrillo Cabell, 2012) and telecollaboration projects 
(Chapelle, 2001; Orsini-Jones, 2015).    
Along with the given course materials, supplementary materials were found to be 
noteworthy materials from the class observations in my research. Though the participating 
teacher did not intend to teach culture during the course, it was witnessed that supplementary 
materials are frequently used along with the use of the textbook in the class. For example, the 
teacher provided a currently popular topic around the world and interesting to the students such as 
President Trump’s family. This information cannot be found in the textbook, which is not updated 
every year. Though the supplementary materials of the topic were not intended to be used for the 
explicit cultural learning, they are cultural in that they reflect the structures of family in an 
English-speaking country. This implies that with the teacher’s careful concern and choice of 
supplementary cultural materials, the students would receive enriched input regarding cultural 
contents. Nevertheless, the participating students’ ICC did not improve, which implies that 
something more than the given materials might be needed. As suggested by many researchers, 
possible ways to provide more enriched input with the class might include the followings: 
authentic materials (Young & Sachdev, 2011), multi-media materials such as films, photos, or 
audios (Lázár, 2011), culture assimilators (Damron & Halleck, 2007), etc. Therefore, using 
various types of materials should be considered to improve learner’s ICC.   
 One of materials teachers can use to enhance learners’ ICC in a language class can be by 
bringing the students’ own culture to the class. Borjigin’s (2017) case study which examined the 
perspectives of cultural teaching of four ESL teachers at Intensive English Programs (IEP) 
revealed that using students’ home cultures enhanced students’ intercultural communication by 
bringing culturally enriched input. In my research, it turned out that the teacher did not fully 
consider the various cultural materials contained in the given course textbook. Also, the teacher’s 
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rationale of providing supplementary materials was related to current issues in the U.S or around 
the world. There seems to be a lack of consideration towards using various cultural materials such 
as bringing the students’ own cultural materials. Therefore, if the teacher was culturally more 
aware, the teacher could have nurtured learners’ L1 background by using their culture as learning 
contents, which possibly could have contributed to enhancing learners’ ICC.   
5.2.2. Methodology Development   
Though some aspects of cultural learning were found during the class observation, 
overall, cultural instruction was not incorporated into the course. This is contradictory to the 
teacher’s general idea about the importance of teaching culture in class. One of the reasons can be 
found from the teacher interview where she expressed the difficulty to implement explicit cultural 
teaching because of the limited time she has. Another possible reason can be related to teacher 
cognition. As she was not so much aware of the cultural materials, she might have not been aware 
of the effective methods to incorporate cultural teaching in class.  
Previous studies have shown that explicitly teaching culture is likely to contribute to the 
leaner’s ICC development (Carrillo Cabello, 2012; Schenker, 2012; Wright, 2000). Schenker 
(2012) revealed that the virtual exchange such as exchanging e-mails talking about the cultural 
topics between American and German students resulted in their development of cross-cultural 
awareness as well as strategies for cross-cultural communication. Therefore, teaching cultures 
should be considered to be incorporated into the course to enhance learner’s ICC. If explicit 
cultural teaching is incorporated into the course, students might enhance their ICC after the 
intervention. This draws an implication of teaching culture to improve ICC and the importance of 
finding appropriate teaching methods for a context.  
One of the key considerations in teaching culture can be about which teaching 
methodology to be used. As pointed out by Perry and Southwell (2011), experiential learning and 
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task-based instruction would be useful teaching methodologies of building learners’ ICC. As 
appeared in Kolb (1984), “a common usage of the term experiential learning defines it as a 
particular form of learning from life experience; often contrasted it with lecture and classroom 
learning.” (p, xiii). Byram and Feng (2004) also argued that the effectiveness of applying 
experiential learning to build learners’ ICC by pointing out the interaction between learners and 
native speakers because this interaction enhances their cultural understanding. Also, East (2010) 
revealed the effectiveness of task-based language teaching in enhancing learners’ intercultural 
communicative competence. Therefore, these two methodologies would be possible 
methodological approaches in incorporating ICC into the class.  
Another methodological approach to apply in class can be found from iCLT principles 
(Newton et al, 2010). Though the participating teacher in my research showed some of the 
application of these principles, not all of them were found. Therefore, it is noteworthy to note 
how the teachers can utilize these principles into their class. First, to integrate language and 
culture from the beginning (principle 1) and emphasize the intercultural communicative 
competence (principle 6), the teacher can explicitly talk about the importance of culture in the 
language learning. This can be through a syllabus such as one of the learning objectives given to 
the students. Or the teacher can make an explicit teaching lesson about the concept and 
importance of ICC. Second, to make learners engage in genuine social interaction (principle 2) 
and to encourage an exploratory and reflective approach to culture (principle 3), various activities 
are needed in the class. For example, activities outside of the classroom where the students 
interact with people on the campus completing any given task can be one way. Also, in speaking 
activities such as the discussion, additional activities should be given to the students to expand 
their cultural knowledge in a reflective way. This might be employing more of ‘why’ and ‘how’ 
questions in the discussion or by having them write a written reflective journal. Lastly, to foster 
explicit comparisons between cultures (principle 4) and acknowledge the diverse learners in the 
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context (principle 5), bringing the learners’ culture to the class would be one way. For example, 
by utilizing the learner’s culture as the course contents, the teacher can offer a meaningful 
discussion the different cultures from each learner where the comparison and connection is made. 
Also, by talking about the learners’ culture, the teacher would have more awareness of their 
cultural difference, which would be helpful for the teacher to acknowledge the diversity in the 
class.  
5.2.3. Course Development  
Though a portion of the IEP’s mission and vision are about raising students’ cultural 
awareness, it seems that this mission is not much reflected into the observed course. For example, 
there was no assessment involved in the course to measure students’ cultural awareness or their 
development of ICC. Marrs (2014) illustrated factors impacting the inclusion of cultural content 
into the foreign language classroom and one of them is about the classroom practices and 
assessment. Though the research setting was specifically geared to the EFL setting, it is still 
important to recognize the importance of implementing assessments of ICC in classroom. 
Therefore, program directors and teachers in Intensive English Program should consider not only 
how to implement the cultural teaching and learners’ ICC development but also how to assess the 
learners’ ICC. One of the ways they could implement can be found from my survey development 
where Byram’s (1997) learning objectives and Fantini and Tirmizi’s (2006) intercultural abilities 
survey were adapted. Also, other qualitative ways of assessing ICC could be used such as having 
an individual conference with students.  
In addition, the limited autonomy the teacher has in the given curriculum seems to be an 
obstacle. According to the class observations and teacher interview, although the teacher 
recognizes the necessity of incorporating teaching culture in a class and the importance of dealing 
with culture in the students’ English learning, this recognition was not much witnessed through 
the course. One possible reason for this lack of application into the course seems to be related to 
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the curriculum. According to the teacher interview, the teacher expressed the limited flexibility 
she was given in terms of selecting the course book and chapters. It seemed that the teacher did 
not pick out the textbook for the course and the Chapters of the textbook were already assigned to 
the teacher. Therefore, the teacher’s limited access to the course material selection seems to be 
one of the obstacles she might have had. This is also correspondent with the findings in Young 
and Sachdev (2011) where a lack of curricular support appeared to be one of the major reasons 
why the teachers fail in applying their high interests into their class. Therefore, the curriculum 
should be developed to reflect the importance of ICC as well as the good amount of teachers’ 
involvement.  
5.3. Limitations and Suggestions for Future Research 
 This research has several limitations. Nevertheless, these limitations provide several 
suggestions for future research. With regards to assessing ICC in my research, there are several 
concerns. First, more than half of the participating students had difficulty understanding the 
contents of question items, indicating that the survey results do not fully reflect the learners’ level 
of ICC. To address this problem, in future research, the full set of questions in each of the four 
constructs should be revised so they are comprehensible to the target participants, and a pilot 
study should be conducted. 
 Secondly, the ICC survey in my research does not specifically target the contents covered 
in the course. The main reason for this is that the researcher did not have any access to the IEP 
class information such as the textbook or the course syllabus until the first day of the data 
collection. Also, the supplementary materials that the teacher brought to the class could not be 
controlled, which is an additional variable related to the course content. Therefore, making 
question items directly relating to the course content was not a possible approach. However, in 
future research, the questions under Knowledge could be directly related to the course contents 
under a controlled teaching context where all the teaching materials are pre-set. Also, the question 
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types under Knowledge can take different formats such as multiple choices or true or false 
questions instead of Likert scale question items as suggested in Griffith, Wolfeld, Armon, Rios, 
and Liu (2016). This option is because Knowledge is an ICC component that can be assessed by 
proving the test takers’ cultural knowledge.  
 Thirdly, additional qualitative data from students could have provided more in-depth 
information about the students’ perception and their needs. Though the results from the basic 
needs analysis were explained through other data I collected, a content analysis of students’ 
journals or a focused group interview could have provided more information about their 
perceptions.   
 Next, the quantitative aspect of ICC assessment in this study did not provide further in-
depth evidence of the learner’s current stage of ICC. Though this quantitative survey was 
developed as an attempt to create a quantitative assessment by adapting previous studies, it turned 
out that the sole use of the quantitative method was not enough to provide reasons behind the 
score shown in the survey itself. Therefore, although the scores indicated a high mean ICC score, 
a question arises about if they are truly equipped with high enough competency for each ICC 
construct. This suggests that using various methods can be more useful to assess learners’ ICC. 
As Deardorff (2006) suggested there are different types of ICC assessments, including qualitative 
types of ICC assessment such as interviews, observations, or diary, etc. Therefore, both 
quantitative and qualitative ICC assessment could be used for the future research to describe 
learners’ ICC.  
 Lastly, the generalization of the results from this research cannot be made due to the 
limited context. Therefore, for the future study, it is important to have a larger number of 
participants and more variety of IEPs. Also, future research contexts can be extended such as ESL 
classes at secondary and primary level of education. This is because (1) the IEP showed a lack of 
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diversity due to the higher portion of one ethnic group, (2) their major focus was highly in 
academic English, and (3) ESL courses at secondary and primary level are also important to build 
ICC.  
5.4. Conclusion  
The important influence of culture on communication in learning a language is reflected 
in the American Council on the Teaching of Foreign Languages (ACTFL) through the National 
Standards in Foreign Language Education Project (NSFLEP). According to National Standards 
for Foreign Language Learning, 5 Cs are goal standards and they are Communication, Cultures, 
Connections, Comparisons, and Communities. Communication is stated as “communicate 
effectively in more than one language in order to function in a variety of situations and for 
multiple purposes” and Cultures is stated as “interact with cultural competence and 
understanding” (NSFLEP, 2012, p. 1). Not surprisingly, the description of Communication 
reflects the concept of CC while Cultures reflect the concept of ICC. Therefore, culture is not a 
separate component to consider in teaching and learning a foreign language, and culture has a 
strong connection to effective and appropriate communication, which is considered as Necessities 
– what the learner has to know in order to function effectively in the target situation (Hutchinson 
and Waters, 1987, p.55). 
 By acknowledging this significance of culture and communication in English language 
learning, this case study examined cultural learning needs that are required for the IEP listening 
and speaking course. Different data points provide the information of what the course does and 
does not in implementing cultural learning to enhance the learners’ ICC by revealing the students’ 
perceived learning needs – Wants (Hutchinson and Waters, 1987) and the deficiencies in 
implementing the cultural learning into course – Lacks (Hutchinson and Waters, 1987). It seems 
that it is necessary to enhance both students’ and teacher’s awareness to cultural learning because 
their awareness is a crucial factor for learners’ ICC development. In addition, though the 
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importance of learning culture recognized by the teacher and the IEP mission, the extent to 
implementing the cultural learning in the course was not enough to develop learners’ ICC. This 
lack of learners’ ICC development could be explained in several ways as follow: (1) the given 
course materials and how they are used, (2) the lack of intercultural communicative language 
teaching and explicit in the course, (3) the lack of teacher’s autonomy in curriculum design, and 
(4) the teacher’s goal that focused on academic skills rather than culture.  
This exploration and study into the ICC development for ESL learners studying at one 
IEP provides useful insights into English program evaluation and development in the future. As 
culture is an inevitable component in the language learning as reflected in the mission of the 
program, cultural learning should be implemented in the class. This can be done by using 
appropriate materials and teaching method, which require teacher’s high awareness. Thus, a 
careful consideration of using appropriate teaching methodology and selecting course materials is 
needed from the perspectives of both the program developers and the teachers. In addition, there 
should be a consideration about embedding appropriate assessment for the learners’ ICC. If the 
course accomplishes the goal – developing learners’ ICC through cultural learning – an 
appropriate assessment should be employed so that the teacher and learners know if the goal is 
achieved or not, which provides meaningful feedback for future course development. Therefore, 
IEP courses where one of its objectives is to help students develop ICC should have this as a 
priority in the course curriculum, and there should be an assessment at the end of the course to 
see if ICC levels were effectively elevated.
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Appendix B. Basic Needs Analysis Survey 
Please answer the questions below. 
Q1 Date of birth 
_____________________________________________________________________________ 
Q2 Gender 
 Female (1) 
 Male (2) 
 Not indicated (3) 
 
Q3 Country of origin 
______________________________________________________________________________ 
Q4 Native Language (First Language) 
______________________________________________________________________________ 
 
Q5 What other languages do you speak other than your first (native) language? 
______________________________________________________________________________ 
 
Q6 What level are you in ELI? 
 Beginner 1 (1) 
 Intermediate 1 (2) 
 Intermediate 2 (3) 
 Advanced 1 (4) 
 
Q7 How long have you studied in ELI? 
______________________________________________________________________________ 
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Q8 Outside of classroom, how many minutes do you speak English with Native English speakers 
per day? 
 less than 15 minutes  
 15 to 30 minutes  
 30 to 45 minutes  
 45 to 60 minutes  
 60 to 90 minutes  
 90 to 120 minutes  
 more than 2 hours 
 
Q9 Outside of classroom, how many minutes do you speak English with Non-native English 
speakers per day? 
 less than 15 minutes  
 15 to 30 minutes  
 30 to 45 minutes  
 45 to 60 minutes  
 60 to 90 minutes 
 90 to 120 minutes  
 more than 2 hours  
 
Q10 Have you studied in English speaking countries before? If yes, state the name of the country 
and how long you stayed there. 
 Yes (1) ____________________ 
 No (2) 
 
Q11 How long have you studied English in your country? 
 less than 1 year  
 1 year to 2 years  
 2 years to 3 years  
 3 years to 4 years 
 4 years to 5 years  
 5 years to 6 years  
 6 years to 7 years  
 7 years to 8 years  
 8 years to 9 years  
 9 years to 10 years  
 more than 10 years  
 
115 
 
Q12 What is your purpose of studying English in the United States? (Mark all that apply) 
 To complete my graduation requirements  
 To study in college in the United States  
 To work in the United States  
 To talk with English speakers  
 To read English books/newspapers, etc.  
 To learn more about American cultures  
 To learn more about different cultures  
 To write letters/emails/essays, etc. in English  
 To get a good English score on tests (e.g., TOEFL, TOEIC, IELTS, etc.)  
 Other:  ____________________ 
 
Q13 What was your purpose for studying English in your country? (Mark all that apply) 
 To complete my graduation requirements  
 To study in college in the United States  
 To work in the United States  
 To talk with English speakers  
 To read English books/newspapers, etc.  
 To learn more about American cultures  
 To learn more about different cultures  
 To write letters/emails/essays, etc. in English  
 To get a good English score on tests (e.g., TOEFL, TOEIC, IELTS, etc.)  
 Other:  ____________________ 
 
Q14 Which language skills do you want to improve the most at ELI? (Mark all that apply.) 
 Reading  
 Listening  
 Speaking  
 Writing  
 Cultural awareness  
 Grammar  
 Vocabulary  
 Pronunciation  
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Q15 If you think learning a culture is one of your reasons to learn English, which countries' 
cultures do you wish to learn? (Mark all that apply) 
 American culture  
 British culture  
 Middle East culture (e.g., Saudi Arabia)  
 East Asian culture (e.g., Korea, China, Japan)  
 South Asian culture (e.g., India)  
 African culture (e.g., Nigeria, Uganda, Egypt)  
 Others (7) ____________________ 
 
Q16 About your answer for Q.15, why do you want to learn more about the culture? 
______________________________________________________________________________ 
Q17 What kind of classroom activities do you want to have in class to meet your learning needs? 
(Mark all that apply) 
 Translate texts  
 Writing compositions  
 Role-plays 
 Presentations  
 Discussions  
 Pair-works  
 Group-works  
 Practices (drills)  
 In-class textbook activities  
 Using multi-medias such as movies and songs  
 Grammar lectures  
 Power-point lectures  
 Outside classroom activities  
 Other:  ____________________ 
 
Q18 What kind of topics do you want to study through listening & speaking classes? 
______________________________________________________________________________ 
Q19 If you have any comments, please state here. 
______________________________________________________________________________ 
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Appendix C. ICC Survey 
Please check the number that best corresponds to your level of agreement with each 
statement below.  
Your number:  
Date of Birth: 
Attitudes 
Strongly 
Agree 
Agree 
Neither 
agree 
nor 
disagree 
Disagree 
Strongly 
Disagree 
5 4 3 2 1 
1. I am interested in learning about the 
American culture. 
  
   
2. I am interested in learning about 
cultures from different countries.  
  
   
3. I am willing to discover differences in 
behaviors, values, attitudes of American 
people.  
  
   
4. I am willing to discover differences in 
behaviors, values, attitudes of foreigners 
living in the U.S. 
  
   
5. I am willing to change my behaviors to 
communicate appropriately with 
American people.  
  
   
6. I am willing to change my behaviors to 
communicate appropriately with 
foreigners living in the U.S. 
  
   
7. I am willing to respect American’s 
lifestyles and customs by not judging 
them based on my culture. 
  
   
8. I am willing to respect foreign countries’ 
lifestyles and customs by not judging 
them based on my culture.  
  
   
9. I am willing to delay judgement about 
the behaviors or views of Americans’ 
until after I communicate with them 
  
   
10. I am willing to delay judgement about 
the behaviors or views of foreigners 
living in the U.S until after I 
communicate with them 
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11. I am willing to deal with different kinds 
of experiences of otherness from 
different cultures.  
  
   
12. I take a tolerant attitude when I am not 
certain about cultural differences.  
  
   
 
Knowledge 
Strongly 
Agree 
Agree 
Neither 
agree 
nor 
disagree 
Disagree 
Strongly 
Disagree 
 5 4 3 2 1 
1. I know the important national historical 
events or people in my country. 
     
2. I know the important American 
historical events or people.  
     
3. I know the important national historical 
events or people about foreign 
countries. 
     
4. I know important myths or traditions 
that shape my own culture. 
     
5. I know important myths or traditions 
that shape foreign cultures. 
     
6. I know important myths or traditions 
that shape American culture. 
     
7. I know where my country is on a world 
map and the characteristics of the area 
and people living in the area.  
     
8. I know where foreign countries are on a 
world map and the characteristics of the 
area and people living in the area. 
     
9. I know where America is on a world map 
and the characteristics of the area and 
people living in the area. 
     
10. I know where I get my national identity 
(such as education system or religious 
institutions in my own country.) 
     
11. I know where American people get their 
national identity. 
     
12. I know where people from different 
countries get their national identity. 
     
13. I know the appropriate behaviors in 
American culture in different situations 
(e.g., meeting with a professor, 
greetings, dress, etc.) 
     
14. I know the appropriate behaviors in 
foreign cultures in different situations 
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(e.g., meeting with a professor, 
greetings, dress, etc.) 
15. I know the variety of English (formality) 
in different situations. 
     
16. I know the meaning of some non-verbal 
behaviors (e.g., gestures) in American 
culture and how they differ from the 
ones in my culture. 
     
17. I know the meaning of some non-verbal 
behaviors (e.g., gestures) in different 
countries and how they differ from the 
ones in American culture.  
     
18. I know how gender/age/ social class 
affects interactions (such as clothes 
choice and word choice) in my own 
culture. 
     
19. I know how gender/age/social class 
affects interactions (such as clothes 
choice and word choice) in American 
culture.  
     
20. I know how gender/age/ social class 
affects interactions (such as clothes 
choice and word choice) in foreign 
cultures. 
     
 
Skills 
Strongly 
Agree 
Agree 
Neither 
agree 
nor 
disagree 
Disagree 
Strongly 
Disagree 
5 4 3 2 1 
1. I can explain the cultural meaning and 
values in documents (e.g., books and 
magazines) and events (e.g., in media or in 
history) from another culture  
     
2. I can relate the cultural meaning and 
values in documents and events from 
another culture to my culture. 
     
3. I can use different knowledge and sources 
to solve any problems in interpreting 
conflicting explanations or 
misunderstandings.  
     
4. I can use my knowledge of verbal and non-
verbal interaction styles in American 
culture in different settings (e.g., business 
meetings, informal gatherings, etc.) to 
communicate appropriately with American 
people.   
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5. I can use my knowledge of verbal and non-
verbal interaction styles from a different 
culture in different settings (e.g., business 
meetings, informal gatherings, etc.) to 
communicate appropriately with people 
from the culture.    
     
6. I know how to ask for information to 
foreigners living in the U.S about implied 
meanings or values in their cultural events 
or story. 
  
  
 
7. I know how to ask for information to 
American people about implied meanings 
or values in American cultural events or 
story.  
  
  
 
8. I change my behavior, gestures, fashion, 
etc., to avoid offending American people in 
certain situations.  
  
  
 
9. I change my behavior, gestures, fashion, 
etc., to avoid offending people from 
different countries in certain situations. 
  
  
 
10. I use my cultural knowledge when I 
interact with foreign people living in the 
U.S.  
     
11. I use my cultural knowledge when I 
interact with American people.  
     
12. I use appropriate strategies to adjust to 
American culture.  
     
 
Awareness 
Strongly 
Agree 
Agree 
Neither 
agree 
nor 
disagree 
Disagree 
Strongly 
Disagree 
5 4 3 2 1 
1. I realize that the beliefs shared in my 
culture may not be same in other 
cultures.  
  
   
2. I realize how my personal values affect 
my communication problem-solving skills 
in different cultural contexts. 
  
   
3. I realize the dangers of generalizing 
individual behaviors as representative of 
the whole culture. 
  
   
4. I realize how varied situations in 
American culture requires changing my 
interactions with American people. 
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5. I realize how varied situations in foreign 
culture requires changing my 
interactions with international people. 
  
   
6. I realize factors that help or block my 
intercultural development and ways to 
overcome them. 
  
   
7. I realize the potential conflict between 
my own and other’s beliefs when I 
interact with American people. 
  
   
8. I realize the potential conflict between 
my own and other’s beliefs when I 
interact with foreign people.  
  
   
9. I can make my own evaluation criteria to 
solve conflicts in the communication 
with American people.  
  
   
10. I can make my own evaluation criteria to 
solve conflicts in the communication 
with foreign people.  
  
   
11. I realize how my values are reflected in 
some situations. 
  
   
12. I realize how American cultural values 
are reflected in some situations.   
  
   
13. I realize how foreign cultural values are 
reflected in some situations.  
  
   
14. I realize the importance of my choices 
and their results (which made me either 
more, or less, acceptable to American 
people.) 
  
   
15. I realize the importance of my choices 
and their results (which made me either 
more, or less acceptable to international 
people.) 
  
   
 
Your participation is greatly appreciated.  
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Appendix D. Class Observation Protocols  
Class Date/Time 
 
Target C  
International C  
Universal C  
Teacher’s role Teaching activity 
 
Explanation 
 
Description 
 
Exemplification 
 
Comparison 
 
Consciousness-raising 
 
Learner’s role  
 
Time spent on 
cultural issues 
 
 
Notes 
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Appendix E. Semi-Structured Interview Questions 
General Questions 
1. What is your experience in teaching ESL courses? Or teaching in general?  
2. What is your general teaching philosophy for ELL education? 
3. What is your teaching philosophy for listening and speaking courses? 
4. What are the important factors you consider when teaching listening and speaking courses? 
5. What were your major objectives of this advanced level of English speaking and listening 
class? 
6. If you were teaching lower level of speaking and listening course, what would be different? 
7. What are some big challenges in teaching ESL courses? 
Class Observation-based Questions 
1. What was the purpose of the presentation assignment?  
2. What is the major reason behind using extra materials such as photos/videos of British Royal 
Family, Trump’s family, and American News?  
3. If you had taught different Chapters of the textbook, could you describe how the course 
would have been different from this Chapter? Is there a big difference when you teach 
different topics?  
Culture Specific Questions 
1. How important is “teaching culture” in your class? 
2. How do you use “cultural materials” in your class? 
3. What do you think are students' expectations and learning needs pertaining to cultural 
learning?  
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